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C o~ Thls boek offers a @atth of suggestions to accommodate a mynad of" teachmg as
u%l as jeaming styles. The chapters present a healthy balancg between practical -

Jhedi’eucﬂ _concems of interest to forexgn language: teachers at all levels of
The papers in. this voluine represent only a samplmg of presentatwns given at a
joint meefing of the Central States Conference on the Teachirig of Foreign
Languages and the Ohio Modern Language Teachers Association, The conference

Preface ey

5 theme, “Many'lfamers Many Styles Jreflects current-interest in student learning
,‘uyles on the of educators in all discipliges, at all levels. Rather than teaching -

for the hypothetxcal average student, teacers are attempting to adapt instruction
to -the necds of the individual, realizing tHl no one method, technique, or T strategy

- resleammgbyeveryone tT
. ‘i .
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Introduction .

" Renate A. Schulz - J .

State University College of New Yérk at Buffalo "
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Educators have made gre&t strides in acquiring knowledge, in analyzing, classifying,
and systematizing it, in defining disciplines, in establishing educational objectives,
and iff constructing model curricula. But thé basic stumbling block, the persistent
troublemaker, .in our neatly concejved systems remains, ironically, the human
learner—the person.for whom those efforts are intended. As Gagné has stated, “The
only reality or integrity that a discipline has lies in the human competencies of the
learner and in his subsequent attaipments.” ) J

“While every individual shares numerous traits with other members of our spe-
cies and progressés, through many common and generally ‘predictable stages of: de-
velopment, each learner ren}ém,ugigue in personality and int ways ef acquiring and
retrieving information. = Wi , _
_ Is there any teacher who has not, at-ane times or another, been amazed, dis-'
couraged, challengéd, frustrated, overwhelmed, and . delighfed by the diversity of
human naturg he or she faces in every classroom? We are often struck by.tlie reali-
zation that there is no single, way to appeal to all stullents.or to guarantee that an
of them will achieve a given objective. Even if on Monday e igsist, bfcgjtﬁﬁ“ﬁ[ o
referenced mastery.testing, that all students be able to conjggate the verb “‘to have,”

" we cannot be certain that John and Mary will be able to remember and reapply that

knhowledge on Friday when we might want Yo introduce the perfect tense. - . .

Thé teaching profession has long recognized the need to individualize instruc-
tion. Teachers have devgted considerable effort to adapt, goals, environment, and
the pace of learning to individual needs and abilities or to achieve com on goals
throughi a variety of offerings geared to individual students’ interests. This eed to
adapt instruction to the learner—the need to personalize leaming—remains 3

§ -
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at all levels of formal education. Centufy-old-attempts to use arer
verse pq':edute and adapt the learner to the institutions (while admittedly very ef-
ficient in theory and successful for many learners) have led to great-fosses in human
"potential. Too many of our students do not become what they arg capable of be- .
comirig; too many do not gain- the knawledge, skills, and attitudes we at-
tempt to teach. - N i '

> _This volume’s title mﬁoanWmMenu—Lgaﬁﬁng Styles and
Teaching. Options—which nee Zonsidered in our efforts to personalize in-

- structlon, We need to diagnose individual learning styles.and strategies to determihe
how a student learns most effectively. Also, we must develop appropriate teaching
options (including content, objectives, materials, techniqﬁes, and learning environ:
ments) to facilitate optimuni learning for ech leamner. . :

Several systematic attempts it defining and measuring dearning styles.have al-
ready been made and have gained wide attention in the recent past. Hosenfeld has
wiitten @ thorough review of the existing literature on the topic and summarizes o
work by pioneers in the field.2 . "

A student’s leaming (or cognitive, or concéptual style) can be defined in brief
as the way an individual learns.best, considering a number of relevant factors; such
4 plc\ferred environment, emotional and social setting, need for structure, culturat
influences, preferred sensory modlities, reasoning patterns, and memory factors.
Some of the procedures devised for measuring the ways_people learn best are véry: .
complex, taking into consideration as many as forty-orie separate variables.> Often g
s trained evaluatot is needed to score such gests. As Helen Lepke (Chapter Two be-‘
low) cautions, procedures for reliable assessment of learning differences may not
yet be ready for wide-scale utilization, especially since teachers lack the- nqcessary
tyaining for this task andsince w'i'.'tm(e not yet identified and tested suitable strate-
gies for meeting particular learning modes: Nevertheless, clgssroom teachers do
need to devglop a sensitividy to ithose behavioral characteristics of students which
can be utilized in‘achieving our instructional goals, - '

This bodk contains a representative sampling of the papers presented at the
1977 joint meeting of the Central States Conference and thé Ohio Moden Language
Teachers Association. The chapters deal with many topics—all interrelated by the
common contern of finding ways to improve instruction, increase leaming, and
make foreign language stud® mote accessible to more students® .

' Derek Nunney considers higher student achievement the major rationale for

personalizing language ifistruction. Instructional success is defined in térms of 90%

of the learners succeeding on 9% of the evaluations at & 90% level of achievement.

The author maintains that such succgss can be achieved in a personalizedsprogram

where students’ individual cognitive styles are analyzed and mitched with appropri-

ate instructional strategies. a\ T . N

The chapter by Helen Lepke reports on classroom research findings which indi-
cate a potential for the use of Cognitive Style.Mapping in increasing achievement

and motivation of foreign language students. - L o

Based on the hypothesis tljhtlileaming processes and patterns of perception used
to get mewning.from our native tongue also apply tor foreign language ledming,:

*" ' Hamy Reinert hasdeveloped an inftrument for identifying modality preferences that
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4 can be casily adtmmstered 4cored .and mterpreted He explms the prooedute aﬁd IR
’ sugges chet options for. utilizing the information’ Qbmned Rk '
Mcdley dlscusps similarities ux‘l:ea}nmg 3tmfeg1h as they pertain to native .
‘ language and foreign language reading.” He suggests a three-step approach ta readmg 1 \
instruction, includirig reatiness, gmdanq:, and compteherision activities. ¥
... . Laura Heilenman examines the psodees of vocabufary Jearhing. She points out -
- that information overload and #iirie “constraints ¥ the averpge language classroom
<. make it inefficient.io avoid diregi’tranflatifp andihat sfyrdents augomatically use
| . . . their native torfgue ag an intermediary to’thd’l"w;ggh igflready meaningfiil:  Several
- techniques are ‘offered for, using the Jearners’ translaung tendencxes as-a supportive 4"
mearis in vocabujary 1eam'1ng : : )
e The chlipter by Bruce Beifie and Jose Labrador descnbes a systematic method
- ." of using videotaped commercial ﬁlms 10 teach vocabulary and structura;fgaturek of
the target language. = - k% J g
; Antheny Jung presents an exciting mterdlsmphnary lntema.nona! Studies opl -
~ . tion which emphasizes the value of interdepastmental cooperatioh.- L
-, Donna Sutten d,escnbes a suecessfyl, indjvidualized, upper- Jlevel high school po-
gram $he explains the theoreucal frame}vork which led to'its coneeption and im-
plemientation. . - SRR -
Judith Morrow and Lorraine, Strasheim feei that teachers too often aewse and
use supplementary materials haphazardly, without clear@@jectives dd without con-
sndenng how the extra activities will fit into the alre imited timéavailable for

.~ instruction. The authors maintain that the only vali 2 lementing )
the text is to help students achieve the specified aims }h jeetives’of the course,
. They offer a wealth of supplementary activities which can be utilizedMh meetm,g
* learner meeds, | —

, Claudia Edwards presents a Latin' in Language Arts (LILA) program which wes .
b - » developed and tested with the support of an ESEA Title IV Innovative Education
- 'Grant, Although the ob]eptwes and materials deal with Latin only, such a program
L could be easily generahzed and’adapted to other foreign- languages in any elemen-
. tary curriculum. .
o : Wilga Rivers pyints out that language pattems wluqh"eome “naturally toa
. speaker in his mother tongue may not be “normal” in another language. She |
' recommends that we seek tural language use outside the classrooni in informpal
social interaction and -break traditional dlassroom Atudent-teacher relation-
ship by taking advantage of the students’ personal interests and preotcupatio NS
, Elaine and Michael Horwitz emphasize the: lmportance empathy in develop- 4
ing communicative competence in the native as well as in the foreign languagé. They
propose stratepes for clarjfication, content reflection, and f ling reflection wﬁlh' Yo
might aid in clarifying the meaning and intent of messages and help 16 reduce
tural stereotypes, thus increasing the communicative effectiveness of the student -
: . the teacher, and the culture bearer. <
' The chgpter by Elizabeth.Leemann and Lynn Wavgrly describes a course’for be.
~ginning college foreign tanguage studenfs which emphasizes communicative language
use in ghe classfoom, Although no empmca}data are presented ,}o substantiate the

-
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effocuveneu of the‘progra}n theu‘ approach ‘gests a valid option for some
«. of our students, - . N .
Alan‘Galt'and Nancy Humbach have (vntjen - t.horpﬂgh pnmer ‘for the teacher-"

.?

3 % 2 photographet who,wishes to make his or her.own, shdes tolllustrate the culture and

" civilization of the target lmg'uage country,
- Kathieen Baykin’s chapter does not peatly fit wt%hm the pa:ameters set by the

] recnitment for. post‘secondary language prograrm present many options for: bnng
-ing qur effarts and expertise to the attention of the public. At a time when our pro-
. feétoml syrvival is thrutened by low enrolhnents and retrenchment her message is

" atmx?y‘oﬁeé ; % - .
§ Tyl %&e e'onlext of a mass education 1ystem will probably
Y always temain’ an idleal. The elusive combinatidns 6f factors which
.+ make each of us unique and which contsibite. to what, why, how, when, and*
“ where we leamn will never be coriplete predictable. But thE search for systematic -
- v ways of diagnosing individug! dxf&renéex‘ and for efféctive optioiis td accommmotta
- thése differentes must proceed in Srder to’make ed'ucahon more accessible and
,more beneficial to a greater projortion of our students. We hope that this-yolume
will be"a useful source of informatien shd ideas whlchwﬂl give encoiuagement to’

. v L Robert Gagné The Condmon’: of Learning, second edition (New York: Holt,
o Rinehart and Winston, 1977), p. 244. .
2. Carol Hosenfeld, “The New Student Role: Individual Dxfferences and Implica- -
- tions fo E&xtructlon," pp. 129-68 in Gilbert A. Jarvis, ed., Perspective: A New .
k .

" - Freedo okie, [lil.: National Textbook Company, 1975)
- . 3. Figure 1, “Educatiohal Cogmtwe Style Mgp,” in chapter one by Derek N.
: Nlﬁﬂew L . ) 4
’ . : . -")" ; .
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N . . " . -
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v or ' f - -+ .
- Tt i ; “ k"‘; \ " N "
~ , R h %y
- w « .
3?- - ' . * . -

o )
_ ;3 title ‘of ¢fiis vafume. Héirever, her stiggestions of strategies for visibility apd student -

) S continie the sea:ch ™ - D e .
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Derek N. Nunncy
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l:ttproving the ciuality of instruction has been a major focus for many teachers and ,

tesedrchers during the past century. The search for improvement has been acceler-
Jted by the impact of science and technology. We have witnessed the individualiZed

, instruction movement, the counseling movement, and the team-teaching movement,

,» toname but a few of. the attempts designed to upgrade the qua[xty of education. *,

-

Many of these changes have inflfenced foreign language teaching. But %ll too

often, as we attempt to brmg hew approaches to the classroom, we have been un-

able to match the mdmdual student with the appropnate prescription or method of

tuching Some “innovations,” such as language ‘labs or progsammed instruction,

" have been used for all students. Not surprisingly, this wholesale applicatlon has re-
1

sulted in failure for many learners.

The lack of a systematjc approach to determine thg way in which students learn
has been a major handicap for educators. This has been compounded by our in-,
ability. to define clearly those methods and ‘techniques which are needed to deal

“with specific learner characteristics. . -
The purpose of this.article is to acc%mnt the foreign language educator with the

.concept of Educational Cognitive Style which can give us some valuable insights

Into-individual learner characteristics and resulting instructional-needs. The paper
pre;ents some of the assumptions that-can be used as the basis for dengmng person-
alized educational programs in which higher levels of Achlevement can be antici-
pated for all students.

L]

Undentandmg how students gain nev mformtwnm it, and programitin.
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- 1) which presents a picture or profile of the variety of modalities students can pos- -

their own brains must become. one of the major dimensions of foreign language in-

* areas of weakness shown by elements which constitute a “minor” or “negligible” *

¢ M ’ o o
\

-2 - PeuomhmaFomm Language Instruction

.

struction. These humag processes form the basic structure of Educati itive
Style which determines how a person learns or formulates concepts. Knowing stu-
Jents’ Cognitive Styles helps us decide, for example, whether they will successful
in small-group interaction sessions rather than in a lecture-or in programmed in- -
stroction. Furthermore, we can determine if they are orderly, systematic thinkers,
peefer a more ‘unstructured approach to learning, or whether they choose combina-
w and other modes of pnderstanding. The teclinique used to determine
m ’s style is known as ‘Cognitive Style Mapping.” - P
The introduction of Educational Cognitive Style as one of the Ediicational Sci-
ences by Hill! has pro¥ided a comprehensive conceptual framework within which
Cew, ideas can be. developed and integrated with previously” accepted concepts,
Within the context of substantial searches for increased efficiency in education,
Cognitive Style Mapping has been introduced as a basis for yeater‘gemnﬂi‘mﬁon .

®

- of insiguction léading to successful’schievement by students at all levels of ducs-

tional development. - ¢ -
. . o ‘
! Educational Cognitive Style o~
3 . ! -

L ’
° v "

An individual’s Educational-Cognitive Style is a desoription of the way he or'
the seeks meaning from the formalized strygcture of a foreign lariguage. The “style”

~

" of an individual encompasses fumerous élements which can be identified through -
" . observation of behaviors in learning situations, interviews, questionnaires and tests.

These elements are displayed as an Educational Cognitive Style Map (see Figure

sibly use in the learning process. In, this sensé, an Educational Cognitive Style Map

is much the same to the foreign linguage teacher as an X-ray is to a medical doc-
tor. Analysis of the map reveals thos¢ cognifive style elements which constitute a
“major” origntation for each studenty These elements form the basis for prescnh;bing R
presentation methods for the materials which the student isto understand. Temmt: 7]
be pointed out ‘that we can and™nust also write prescriptions designed to augment

orientation for the student. . .

This two-dimensional use of the Educational Cognitive Style Map—to prescribe
for achievement and to prescribe for augmentatioh—demonstrates the plasticity and
changing strengths of an individual’s Educational Cognitive Style elements. What
is more, the considerable range and variety of students’ individual Educational Cog-
nitive Styles, as revealed by their maps (¢.g., see the three maps in Figuré 2), under-
scores the need to develop personalized foreign language prograris if the perfor-
mgoﬂhwbea%peréent success rate by all students. ___ o
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“T(VL)-Theoretical Visual Linguistics—ability to

. 3

e ¢

F

Mapping Elements

Glosary: Educational Cognitive

L SYMBOLS AND THEIR MEANINGS )

Two typdh of .symbols, theoretical {e.g., words and numbers) and qualitative
(e.g., sensory, programmatic, and codes), are created and used by individuals
to acquire kmowledge and derive meaning from, their environments and per-
sonal experiences. Theoretical symbols differ from qualitative symbols in that
the thaotetical symbols present to the awareness of the individual something
different from that which the symbols are. Words and numbers are examples
of theoretical symbols. Qualitative symbols are those symbols which present
and then represent to the dwareness of the individual that which the symbol
is. (Feelings; commitments and values are some examples of the meanings
conveyed by the qualitative symbols.)” . . '
find’ meaning from words
" you see. A major strength in this area indicates someone who teads with '
a better than average ‘degree of comprehension. ’
T(AL)—Theoretical Auditory Linguistics—ability to acquire meaning through
Ijearing spoken words. . ’
T(VQ)—Theoretical’ Visusl Quantitative—abifity to acquire meaning in terms
of numerical symbols, relationships,and measurements. .,
‘l_'(XQ)— Auditory - (Mmfitative—ability to find meaning in terms
“of nurhetical symbols, relatidnships, and meadurements that are spoken.
The five qualitative'symbols assotiated with sensory stimuli are:'
Q(A)—Qualitative Auditory—ability to perceive meaningghroygh the sense of
hearing. . A major strength irf this area indicates ability to distinguish be-
_tween souads, toties of music, and other purely sonic sensatiogs.
Q(0)—Qualigative Olfactory—ability to perceive meaning through the sense of

~ -

mell. ~
‘)—-Qudiuuve Savory—ability to perceive meaning by the sense of taste.
Chefs should have highly developed qualitative olfactory and savory abil-
ities: - ‘
Q(T)—Qualjtative Tactile—ability to perceive
temperature, and pain, .
Q(V)—Qualitative Visual-ability to perceive meaning through sight.
The qualitative symbols that are prognmnfatic in nature are:
G(PF)—Qualitative Praprioceptive (Fine)—ability to synthesize

;'neaning by tl}; sense of touch,

-

3 number of.

. «symbolic mediations into a performance demanding monitoging of a com- .

plex task involving small, or fine, musculature (e.g., playing a musical in-’
strument, f"ypewriting); or into an immediaté awareness of a possible set
of interrelationships between symbolic niediations, ie., .dealing with
w:r , -'. A
Q(PG)—Qualitatiye Proprioceptive (Gross)—ability to synthesjze a number of
symbolic mediations into a perfar e demanding monitoring of a com-
_ ‘plex task involving large, or gross, Mlisculature (e.g,, throwing a baseball,

skiing). , ) . ,
Q(PDF)—Qualitstive Proprioceptive Dextral (Finf)—i predominance of right-
L' . . * - .
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eyed, right-handed and right-féot h tendencies (a typically nght-handed

penon) ‘while synthesizing a number of symbolic mediations into'a per-*

formance demanding momtonng of a complex task involving small, or *

fine, musculature (e.g., writing right-handed). —_ , -
Q(PDG tive Proprioceptive Dextral (Gross)—a predotmnanoe of fi

eyed; -handed and right-footéd tendencies (a typically right-

person) while synthesizing a number of symbolic mediations i

formance demanding monitoring ,of a complex tgsk involving large,

gross, musculature (e.z., throwinga baseball with th® right hand).
Q(PXF)—Qualitstive Proprioceptive Kinematics (Fme)-dabmty to synthesize

a number of symbolic mediations into a performance demandmg the use

of fine musculature while monitoring a complex physical activity mvolv-

ing motion. s -
Q(PKG)—Qualitative Proprioceptive Kinemﬂie&((}ros)—ablhty to syntheenze

a number of symbolic medunogs into a performance demanding the use,
= of gross musculature while monitoring a complex physical activity involv-

~ ing motion.

Q(PSP)—leiutive Propdooepﬁve Sinistral (Fine)—a predommance 3 left- o
eyed, left-handed and left-footed tendencies (a typically deftvhanded per- ¢
son) while synthesizing a number of symbolic medntlons into a perfor-
mance démanding monitoring of a complex task mvolvmg qnall, or fine,

. musculature (e.g., writing left-handed). )

" Q(PSG)—Qualitativé Proptioceptive Sinestral (Gross)—a predommtnce of left- —~
eyed, left-handed and left-footed tendencies'(a typically left-hknded per-
son) while synthesizing a number of symbolic mediations irfo a“perform-
ance demanding ‘monitoring of a complex task involving large, o ,grou
musculature (e.g., throwing a baseball with the left hand). .
-Q(PTF)—Qualitative Proprioceptive Temporal (Filte)—abiltty to symthésize "kv, -
number of symbolic mediations into a performance deman ing the use of 7},5

. fine musa;xytme while monitaring a complex physical activity mvohnu
timing. 13
Q(P’I'G)—Quﬁutin Propnoeeptive Temponl (Gtoee)-—ab:ﬂty to synthmze a + .
' numbes of symbolic mediations into a performance cymandmg the use Jf
gross musculature while monitoring a complex, plrysical activity involving

" timing. i . M. . &
“The remaining ten qualitative symbols assoc ed with cultural £odes are de-* ,
fined as: .

Q(CEM)—Quqliutive "Code Empethetie-sf':num to the feelmgs of others, ‘.
ability "to p\xt yourseif-in another peyson’s place and see*tlnngs from his

point of view. . !
N Q(CES)—leiutive Code Bethettc—-ab ty to enjoy the benu of an’object

or an idea. Beauty in surroundin well-turned p! #hipreciated
byapersonpouemngamalorstr in this area. .

Q(CET)—-Qualitative Code Ethic- SOrifmitment to a set of valugs, a,,group of
principles, obligatiqns and/or duties. ,This commitment need ot imply ¢
morality. Both a priest and a_criminal may be committed to a set of

’ nlnet althon;h the “values” may be deadedly dxfferent




- type of perpon knows how to f Tole expecuuons.
[ ' Q(CK)—Qualitative Code lhmiu—abihty to understand, and to communicaté
by, .non-linguistic fuhctiond such a8 facial pxpreanons and motions of the
- body (c.g., smiles and gestured). . ~
-«CKH)—Q-lhltln‘Code Kinesthetic—ability to perform motor skills, or &f-
muscular eoordmnon according«to 4 reoommcnded or acceptable, *
- . (cnn (e.g., bowling accor to form, or golﬁn;) T~
N -Q(CP)-Qualitative Code Proxemics—ability to Judge the physical md socia]
distance” that*the, other berson would pumn between oneself ind that
. other person. .
v Q(CS)-—-Qualitstive Code Syﬂnoeﬁa-petsemﬁnowledse of oneeelf )
-, Q(C‘I')—Qulihtive Code Tnmcnoul_—abnhty to ‘maintain a pont e com-
\ municative interaction which _significantly influences the gonls of the per-
Y 1 sons mvolwd in that interaction’(e.g., salesmanship).
Q(C‘l'l)—leitltive Code Temporal—ability to respond or behave acaidm;
. to time expectations imposed” onin actmty by members in the role-set
- % amocisted’with that activity. . . - .
s i . .

s .
’

7 I CULTURAL nznnumAN?s ' e

-~
There are thrée cultural determmants of fhe__melmng of symbqls: 1) indivi- >
duality (I),, 2) associates (A), and 3) family (F). It is thfough these “deter.

« minmants” that cultural influences arq brought to beas by the, mdmdual on the
mesnings of symbols. ;<
I-Individuality,-Uses ane’s own mterpmatwn as an mﬂuanqe on meanings °

of symboh e )
"A—Associhtés—Symbolic meanings are “influented by. one ’s peer grokip. °

¢

N

s

F—Famﬂy—lnfhwﬂce of members of the famﬂy, dr a few‘ close personnl <0

fnendx, 'on the meamngs df syinbols , . v . .

IL MODALITIES OF msgancs o

-y 'l'he third set of the carjesian produtt mmcatmg cogmxlve style mchxdes ele-
. shents 'which indicate the mdmdual’s modahty oi,\nferenoe i.e., the form of ,
. inference he tends'to use.- e )
. M-—Magpitude--a form' of "mtegoneal reasomng" thzt utxhzes norms or categ -
. gorical clssifications as the basis for accepting or 1gjecting an advanced .
hypothesis. Persons who need to define th.mzs in order to understand

_ ~ themreflect this modality, ‘ - - ) :
., D-Difference—This pattern:suggests i tendéncy to reuon in terms of one-to- .
" one contrasts or comparisons of selected charactemtm or meuuremenp
Artists often possess this modahty as 8o ‘creative writers and musicians.
\ R-lehﬁonlhip——mu modality mdwdtes the abnhty to synt'hmz; a number of.
dimehsions or incidehts into a umﬁed meaning, or through 2. of a
. situation to disoover its component parts, Psychiatrists freqne efaploy
the modality of rahuonship in the ptoceu of psychoamlyzin; ) client -
B , i, i
(. Jg‘ . ' . - ]

RIC. . . ‘ 1y .

o ) ¢ LI . ! @
A




-

- . s e

- + CONC indicates the concern sub-set. ‘ ‘
) PN denotes the persons ziement in the sub-sét of ‘concun .
PC dengtes the element of processes, ! .
= PT denotes the element of propertxes in that subasot

COND represerits the condition sb-set. - \ .
AS denotes the etement of assimilation in the subsset of‘ condmons
RS the element of repression, - ‘

AT the element of attendance i m that sub-set ’

= L]

~LorsBnalized instruction is de%ed as that form of presentatxon of a foreign
language knowledge drea to an mdmdual which will result in at least a 90 percent
i level of successful atta.mment:of ‘the sklll or knowledge by the person. The'assump-
H are: v \
i ' . SR -, . N
1), that each indivigual searches for mean'glg, or learns, in his own unique
- ! ﬁay or style; '
. * 2) "that it is possible to determine Wwhich elemerits of a person's Educatxonal
’ ", Cognitive Style have enabled himto succeed in the past; -
35) "that 90" percent of all individuals can and have ichieved.at a 90 peroent
level of success in certain mformal and/or formal educatxoﬁnl settings of
‘- ¢ \theu choice;
L —-- - - -4) that it is possible to match an iﬂdmdual s Educntnonal Cognitive Style to
i . % aform of preoentatlonor niode of_undemtnndmgm order to producea 90
" +. percent achievement level;and
‘ 5) that an edpcated person is one who has developed perceptual, cultural,
' - inferential, and memory skills so that he or she is able,to use theoretial
and qualitative synibols to search for meamng in all experiences.

[ . & -

. ’ -
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i ’ -l e v k" ) . ' ‘
- L—Abpnhl—u the mod:hty of inference employed by an individual who-
e uses all three of the- modg'lma noted above (M, D, and R), giving equal
. _ weight to each in his' reasoning process. Individuals' who employ this
I * mipdality tend to analyze, question, of, in effect, appraise-that which is
. ™-.  under consitlepation in the process of drawing a probability conclusion.
- . K-Deductive—indicates" deductive reasoning, or the Yorm of Jogical pron
o ., used in geometry.ar that employed in sylloglstxc fessohing. - .-
. IV. EDUCATIONALMEMORY -
Y denotes the eddcational memory et. . T
_ FN denotes the function sub-set. - R
AN indicates.the elemént of association in that sutyset ,
. RC the clement of Tecogmtion, I
y ) RT the element of retention, T .
RL the element of recall in the function sub-set. .

. Personalwe\d Foreigt‘i Language Ins&uétiog ‘ e
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. 8 Penonﬂmng Forengn language lnstruct:on

.

§ of fdm@ language ptograms can be facihtated once we
3 know the style” of, skill or task and t.hoCogmtwe Styles of the students.
¢ “\We now know that some Cognitive Style elements can be observed or “‘mapped”
tn order to defermine whether the student acquires knowledge dr skills best th:otgh

g <o

. 1) lepture-discussion, 2) film, 3) independent ptudy, 4) seminars, 5) programmed in- *
mﬁon,6)peertutoring or‘l)sqmaome:mde ,

_' ‘i = ~
~
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.. Or more specifically, we can deterriine whethes the smdcp'\t/i:eneﬁts; for ex-
" ampile, from 1) lab practical experiences before theoretical explanations, or vice
. * verss; 2) repeated listening to-tapes; 3) observing the total task or skill first, before
.3 breakdown 'into smaller learning ’compc;nents} 4) comparing and contrasting dif-
ferent.ways of accomplishing the task or. skill', 5) reading through the instructions - +
first; or 6) talking through the skill requirements. .. ¢, . :
.. All of these are legitimate ways in'which people Tlearn. Spme people use one or
. ¥ .. two methods exqlusively, while others can adjust.or adapt‘to whatever way informa-
»: " tion is presented: This often depends on the number of elements that have become -
3 *part-of the individual’s Educational Cognitive Style. . .
: Essentially, in all of these situations we need to know what makes pedple suc-
ceed. What particular strengths do they have that-produce their “style of achieving”
 ~their Cognitive Style? And, furthermore, we need to know whether it is possible -
to delect or- develop grqups of students whose “collective ¢tognitive style” will en. .
able them to be highly productive or creative. . . L

<

e Rationalé for Projecting a 90% Achievement Level
In relation to a student’s future g¢ducational achievement, the normal curve of
distribution has been used by many*teachers as 4 predictive device. It has been used”
to determine a student’s current achievement. It has also been used to screen stu. .
dents in or out of .educational programs based op “‘cut off” scores for passing and
" acceptance in many phases and facets of education. In the latter case, the assump-
tion has presymably been that for some students positive changes in the future are, -
" at best, highly unlikely. 3 . ,
Critics have called for the discomtinuation of testing practices designed to pro-
duce data which is then used to establish discrimingtion curves, - -, 7
The position-taken here is that we can effectively use the normal curve of dis-
- tribjition to determine the relatiyé status of an individyal prior to the writing of an
F* " educational, preseription. Invariabl »-group performante snd/or achievement data
will yield a distribution of agores showing real differences which can be”project,ed a8
a “nongml\cune.‘:;*rﬂdwe\rer, assumption made here is that positive change can
"7 occur among the; lower achievers resulting in a significant change in the distribution
curve. This is also' described as augmentation of the students’ Cognitive Styles.
»  Operitiorially, it is assumed that the performance goal of Jan instructional unit
is met when 90 percent of the studénts achieve at a 90 percent level'of attainment.
on 90 percent of the demonstrations and/or tests. This means that the graph dis-
playing the test scores will show a skewed curve wherein 90 percent of the scores
wﬁllbeintheA-Brange.(SeeFigﬁrefi.) -/ .. ;
Obvidusly, in order to meet a 90 percent success performance goal, a detailed
both the student and the educational task to be accomplished must pre-
ing of a prescription of learning activities, '
ition that a 90 percent level of achievemnent should be the goal of ed’
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rdots in the early pronouncements of Watson® and later of Bruner,*
6 and Bloom.” In his experimental work, which was relatedto _ 7
jon and behavioritm, Watson indicated his belief in educational‘de-’
-through training programs which were appropriate at certain stages of

»

v

” 5 .
/
# ~ \‘ EE D C B A
L . F- 3 -
‘e N ) "
‘ . ’ .
Normal ' Curve of Educational Achjevement in a Personalized: ‘;
Foréign Language Pro/gnm ]

r+ . Pugpuing this position, and following the V,loods Hole Conference during which
35 scientists, scholars, and educators reviewed the purpose and prQeess of education,
Bruner concluded, *“We begin with the hypothesis that any gﬁbjec can be taught ef-
fectively in some intellectually honest fdrm to any child at any/stage of develop- ,
ment. . - .No evidence exists to contradict it; considerable’ evidence is being
amassed that supporss it.”® The search for such an intellectually honest method has -
characterized much of the educational innovation during this century. -
Following Skinner’s work in the introduction of programmed. instruction,'®
Ofiesh established a 90 x 90 criterion*for acceptan of programmed instructional
. miaterials in the U.S. Air Force training programs.’! This was adopted by Nunney'?
and used as a basis for projecting the Normal Curve of Achievement.

. Rationale for Alternative Modes of Understanding

l ‘ ! ) V. 4 -
. * The development of many different “methods” of presenting the same material
, N\ _to students has led to numerous studies designed to deterrhine which “method” is
“waperior. Interpretations of the résuilts have been misleading in terms of educational
., development,of individual students. McKéachie summarized research data and con-
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~  cluded that the use of variogs different teaching methods produced “no significant
-, Ldi " in achievementi.'? Unfortunately, the data analysis does not always .
.. take account the fact thithn the use of differgnt methods where a normal curve
i developed, onily the top 10-20 percent of the studenits do achieve at an A-B grade
levé] of performance. - ’

A-B

uzc*nhz GROUP " "PROGRAMMED INSTRUCTION -
N - - . GRoup

. TELEVISION GROUP - AUDIO-TUTORIAL
. LN ‘ GROUP
. ) . " ' 'Fignre 4 .
ot Con'TSaring the four instructional goups presented in Figure # might well

show “no significant differences” among the groups. However, the assumption _
made here is that the succ:ess?lﬁe students (A-B’s) in ea;h of the four groups do dif-

. fer in their Educational Cognitive Style. In other words, the type of Educational
Cognitive Style needed for niaximum'leaming to occur in a lecture group is differ. .
ent from that needed for success in.programined igstruction. However, it must be -

" noted that a student can be successful in both me ods, lecture or programmed in-.
struction, providing he has the necessary elements in his Cognitive Style and is will.
ing and able to switch his “style” of learning as needed. .

.To personalize instruction we must have alternative methods to match different
Educational Cognitive Styles. Figure 5 presents a schematic summary of this ra-

//7;&&‘ .
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L o Demgn of a Personalized Foreign Ianguage Program .
Nt . Utilizing Cognitive Style Mappmg ' ' |
A \ g ¥ * . - ’ ’ )

L l

The efficient design of an mstnictlonal plrogram begins with an analysus of.the
-persons, processes, and propemes irivolved. A first critical step is the productlon
of Educational Cognitive Style maps for all students involved in the program. This
activity entails a variety of mapping techmques such as the use of inventaries, d}rect
J measuremerit behavioral observations, and interviews. ,* -
: Analysas of these maps_then forms the basjs, for stmctunng the ifftructional ~
processes to be used in order to achieve a 90 percent kevel of student success. THese
processes might include group work, individual study, television viewing, use of
audm-tapes programmed instruction, or any combination of these. Selection of ap-
* proaches wiltbe dependent on an-analysis of the maps of the students to be taught.
Experjence has shown that within a group of 3Q stadents the differences in Ed- .
ucational Cognitive Style are such that very rarely would ene single process or pre- ¢
=7 scription lead to a 90 percent success level. We might anticipate 2 need for five or
N _ six methods, eath focusing on a different ‘sét of Co%rutxve Style elqmems The
" exact numbers and, range of methods used, of course} depends upon ddta derived
. from-the analysis of the student¥’ maps.
= The feasibility of increasing persanahzatlon of instruction by utilizing Educa-
* . - tional Cognitive Style Mapping has been demonstrated in numerous research proj-
ects, dissertations, and courses. More- than 50 training programs of from one to
five days duration have been conducted over a seven year period. Several major
implementation programs have been conducted for more than three years. Recent-
ly, projects have begun which focus on the educatxonally dlsadvantaged and adult
basic education students. .
Based on the findings of these studies, the following assnmptxons can be made
in the design of an instructional system utilizing Educatxonal Cognitive Style-

E

Mappms ‘ . e .
/)_ Cogmtwa:e maps can be generated for alt students " '
2) Different mapping techniques will have to be used for different students !
largely dependent on their level of educational developmerne and the 3
. context in which the mapping is effected. - .
3) Analysis of the Cognitive Style maps must precede the destgn of the®® o
training process to be followed ‘-
- 4) A heterogeneous group of 30 students will need at least five or slx alter- -
: native prescriptions of .methods.
5) A one-prescription system. will rarely be successful for “all students in-

volved. . C
6) Teacher-aides and peer tutors can be matched with a student S Cogmtxve
© Style. ' . ’ .

7) The-teacher’s role varies from diagnostician to prescnber to educational
process designer. N
- *
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L. 8 . .
_ 8) Case studies on individual students must be developed in order tb assess o o-
° . @he efficiency of the prescpiption and the potential need for change. -
. 9)» Augmentation of Cognitive Style clements is possible, but the amount .
. ‘ » of time needed depends upon the.level of educationa} development, the
. * element being augmented; the dbyree of motivation, and the establish-
- ment of realistic performancé goals.. * co ’
10) The Jevelopmept of “maps’” of the tasks for which the instruction is de-
T signed can be accomtplished uling the Cognitive Style élements. g
. 11) Matching the “style” of th# instruétional —pro'gram‘ to the “style” of the - . ~
+ student facilitates achievement of a 90-percent success level,
. 4 . i » .

3 -
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. The. author hopes that some of. these findings and assumptions will serve as -
_ practical guidelines’ to foreigh langnage teachers, curriculyly designers, and}\agerial
. developers in their attempt to design and implement perSnalized educatidnal pro-
- segrams in which higher 11e\}gls of achievement can be made possible, ~/| ' .

B . . }, » o .# 7 "
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o Student -
| Learmng Styles | :
-through COgmtlve Style Mappmg
5’. ‘Helen'S. Lepke | ’ _
Kent S;ate quversi'ty . L ’ v--,,
| vl S - \ ¥ 4 4

As our students proceed from junior and senior high school to ooﬂege, the, typical
spectrum of their general studies cqurses is likely to be a continuation of subject
matter which has been introduced at previousNevels. 'I-’hus even though the in-
5 structional setting changes, there is at least the comfort of subject matter contin- \
mty " This,iowever, is not the gase in foreign language learning, no matter at ‘which
" Jevel it may be ac;dgd« to the program. There will be no guideposts or previous*
points of reference to which our learners may.turn as they begin to grope their way
through an elusive new subject. -As the novel experience gradually opens doors to
* the communication medJum of a different speech commumty, it also mtsoduoes
- different and strange amendments to the mtgrpretauon and.segmentation of reality”
to which they have been comfortably accustomed. The sdunds, the grammaucal
' rqles the syntactical framework, as well as the very imagery of tje foreign tengue
+ arein constant conflict with patterns which'are firmly embedded/n their conscious -
ness. Attempts to master the new medlgm pass through stgges In which fascinatiomr™
7 alternates with: frustration, e3pecially, in the largely monol)
setting in which mqst of ouf learners develop. The proble is further cOmpounded

i 4

+ language program. The wide range of individual dissimil ities stems not oply from

" differerices in communicative skills, finguistic abﬂmg( intellectual dgx pment

and O6verall maturity, but equally from the influences of the particular socio-eco-
nomic matrix which molds the leamer‘m-his formatiye years,

t . © v . ' ,15
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16 . Personafizing Foreign Language Iné‘truction ®

Given the wide spectrum of ethnic, intellectual, social, and other dissimilarities,
foreign language instruction continues to face challenges which do not lend the&n-
selvet to simple answers and all-encompassing teaching methods. Attempts on the
part of foreign language curriculum developers to cope with these imponderables
have resulted in a multiplicity of approaches, ranging from inflexible lockstep pat-
terns to highly individualized systems of instruction. Reviewing the i

. spectives of this development, Lafayette suggested that

We have spent an- inordinate amount of time seeking one correct approach to

. teaching foreign languages with the result that every ten or fifteen years's new
sPproach is introduced ‘and immediately placed at odds against the old. . . .
Hopefully, the current enrollment and retention problems will suggest t0 all
of us that the past is not-to be emulated. Ratheg than pursuing the search for
the one true faith, we should gather all that is good from various past methods
and entertain the possibility of using different approaches with diffes
ent students.’’ Ly -

Expégjmentation with divertified methodologies has yielded invaluable insights

. and added significant dimensions to foreign language research in recent years, How- |

ever, the fact remains that any-‘given mode or model of instruction which may do
wonders for student A may also; for updetermined reasons, prév€nt student B fron;’
achieving satisfactorily in the same setting. .

In trying to come to terms with thi§ problem, foreign language edudgtors are
widely recognizing the need for 2 major shift in emphasis in Which the determina-
tfon of the most effective teaching approach is contingefit upon the prior determin-
ation of the most appropriate learning mode to which an individual might readily
respond. Analyzing the individual learning styles of the members of a given group
should lead'to the sélectftgpof instructional strategies which offer maximum com-
ph'tibi}ity with the cognitive styles represented in that group. Such a shift in em-
phasis f®m irgstryctional externals ¥ the intemals of a receptive and responsive .
learne is parficularly important at a time when foreign language study is trying to
reassert itself in the face of a prevailing mood of skepticism.

Recognizing the need, far diagnosing students’ leamning styles, Joseph E. Hill of
Ozkland Commutlity College (Michigan). has developed the;“Cognitive Preference,
Inventory.” The.Inventgsy is subdivided into four interacting parts (or setf) which

are identi follows: ’ . -
.y .

S_ymbolic orientations dealing with sy mbols and their meaning

Cultural determinants of the meanings of symbols .
— 3. Modalities of inferedce’ . - . . .
4, Memory concegn e

9, M v

-

'

_Each of these sets has ani¢laborate system of code letters to identify the specific .

components or elements which*are profiled in the set.? (Editor’s note: See Figure
1 on page 3 in chapter by Nuriney ) . ,

-
- -

-
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;l'he first set; (Symbollc Orientations), anatyzes thelearner’s basic cognitive pat-

ternsfin response to theoretical symbols such, as words, numbers, or onomatopoeic

: menhges and qﬁtanve symbols such as sensory messages, progmmmauc cues, cul-

‘tusal codes,@nd the total interplay of diversified stimuli. .

The second set (Cultural Determinants) probes into the influences of culture

upon the ways in which the mdmdual translates both thgoretical and qualitative

# - symbols intoractions and responses. " The _major mﬂuences here are the, learner’s

family, his associates, and the components of his own individualityy all of which

are considered Key determinants of the roles which the person will play. While it is

recognized that the relative influence of each determinant.wi with age and

-~ spedific circumstances, it is still postulated that the continuous/interaction of these
three mfluences will ultimately mold the individual’s perception and cognition. 3 -

The' third set (Modalities of Inferences) investigates internalized patterns of
Y, learning and .inferring. Does the' individual prefer to think in fixed categories or

would he rather rely on processes of differentiation? Is he apt to synthesize multi-
3 ple and divergent relationships? Are his mfodes of perceiving pre-set or do they re-
, ‘main flexible? To wigaxtent do parental, societal, and cultural determinants in-
. teract in‘influencing his modahnes of inference at any given point?
Even though the four have separate- proﬁhng ‘objectives, they must always
be considered together, since theure funcgions of one another. Each set modifies.
and qualifies the other sets, and it is only by wewmg all four as a totality that an
accurate assessment of the leamer’s cognitive style’can be made. More specifically,

. . Hill jnterprets a- cogm&ve styJe map as a pigtorial version of the ways in which an
individual seeks méaping from his environment and his experiences.® The_data ob-
tained from the fouy sets-are processed through a computer system to ﬁaduce a
map of cogmtlve traits which describes. the diverse ways in which a student &ehds 1, .
seek meaning. This profile, then, becomes the basis for prescribing one or more of
the many alterpative methods, or educational prescriptions, which are available to '
the teacher as an educational scientist.

The above described “Cognitive Preference Inventory” was used to determine
students’ learning styles in.an exploratory study conducted at Kent State University
(Ohio) with beginmng German students during the 1974-75 academic Year. The
* major objective of the project was to examine any relatxonshxps which might exist
-, between an individual’s level of achievement gnd the compatibility of his cognitive

style with the particular mede of instruction to which he was exposed. All learners

. were enrolled in either a lockstep, teacher-centered section or in an individualized,

‘

self- ‘g:ed program.

Kent State Umvemty ptudy, whxle exploratory in nature, ylelded results
which demonstrated that there is 2 measurable interdependence between the level of
achievement in beginning Gérman classes and the mstmctlonal adaptation to the
learner’s cognitive preferenc)s

The achievers in thg lochgtep, or conventlonal approach registered the elements
T(VL), Q(CES), Q(CS F,'R and L. (Editor’s note: For an explnnatlon of the
. symbols see Glomry Bducational Cogmtive Style Mappmg Elements on page 4

-
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.. in chipter by Nunney.) Thip would indicate that members o this group responded

“to the written word as experienced both in the textbook and on the blackboard,
ilso relating positively to the sound, rthythm, and distinctive intona- .
. -the target language Q(CES). These kinds of learning ex- *

periences were typical for the clasroom methodology which was applied in the con-

" ventional approach where nmeGemaansheardthanmﬁwfndividuahzedut-

_“ting. All achicvers in the 1ockstep learning environment were orientsd towards an

suthority-figure, F, and the teacher—centered setting of these classes, The fact that

these achievers also registered the element Q(CS) indicates that within the para-

_ meters of weekly assignments they were able to establish daily goals and comp te”
the assigned tasks for themselves. - ¢

Ahohdudedinthisgroupofamieveninhe'ksmdent who r in terms

., of comparisons and who responds to many examples illustrating relationships and

_ similarities: “The L student, also successful in a donventional instructional.sctting,

JAmmhgﬁdedbxcMﬁaﬁons,mles,&eﬁni' nces,’

; Atiks, all of which played a major role in the teaching 3pPro .

.1, - The achievers in the individualized mode of ; ftruction registered the clements
T(VL), A; and I. They shared a predilection with the achievers in the conventional
sections for visual learning experiences, ). This would indicate that the indi-

- vidualized approach through its Learning Activity Packets (LAPS) was able

> thejr prefisrence for the written word. But the major difference between the two )

, types of achilevers emerged in the Cultural Determinants st which probes into so- -
cal and environmental influences. It is here where the achiever in the individual-
ized program is identified either as 2 peer-oriented person, A, or as an independent,

1, who controls his behgvior und makes decisions on. his own, or both. The indivi-
dualized program was structured to accomodate both types. While allowing the stu-
dent to interact closely with one or two peers, it also permitted him to work alofe
and. st his own pace. Results indicated thatemiximum achievement in the indivi-
‘ mmg group was shown by those students who had registered A gnd I leafning
preferences.. i ’ o
As far 3 non-achievers are concerned, most of the students in the conventional
sections registered the elements Q(CEM), 1, and A. "A student who is sensitive to
the feelings of others, Q(CEM), should theoretically be highly responsive to learning
" - experiences which include group work as well as the vicarious contact with foreign
cultures and s different scale of values. The presence of the Q(CEM)<lément among
*_ the gon-achievers in the conventional classes may well reflect the fact'that (1)-these
students never had an opportunity to wask in groups and that (2) little, if any, cul-
tural material was included in this skill-oriented program. The recurrence ofthel -
and A elements among the non-achievers came as no surprise, since their Iearzi;g/
environment was large-group oriented with little considerdtion given to the indfvi- |
* . dual-or to small-group interacfion and peer learning on a one-to-one basis. Onels *
therefore tempted to assume that these non-achievers might have done better had
been in an individualized environment which would have been more com-
patible withi their preferred leaming style. - ‘
A . . : .
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- flar experiments with foreign language learning styles have been conducted th

' portunities. These included large- and small-group sessions -individual, self-paced

. . . . [ stmen

" Interestingly enough, non-achievers in the individual
clusters of cognitive-style elements which could have keen more satisfactorfly recog-
nized thr other teactilig strategies. For example, the F orientation towards an
m figure might have been better satisfied t qugh the conventional,

: teacher-dominated classroom. The Q(V) code irdicates & preference for yisual

stimull, such & tnnspamnaec, objects, ahd pictiires, which 1
dividualized program, A Q(CES) person has a positive orientation toward sound,
thyths, ‘and sentence melody while the Q(CT) individual- )
» positively with others and therefore funitions well i small-grbup activities. Based.
on_these mulu n may be con;ectured that -these studcnts ight have 'had a more

ampie use of visual stimuli; oral practice, and small-group worle

Although final ‘conclusions cannot be drawn from the results
atory investigation with a small student sample, it was neverthejdss
tablithed that there is a demonstrable and significant relatxomhxp .

style and foreign languagt kaxmngn&nevement .
The Hill instrument used in the reportedsstudy’is bat one of sgveral profiling
.medmhm:whichhxvebeenuaedtox 1d10$yncrauccogm' patterns. In

_experiménting with Hunt’s Paragraph Complenon Method, Zampogh4 found that

high school students in Leve)-II Spanish classes with high conceptual-leyel scores in-

dicated a preference, and even a need, for an unstructured environ , while stu-,

depts' with Tow conceptial-level scores tended to respond more posmvel to a struc-
- tured approach.*

The Edmonds Learmng tyle Identification Exemse (ELSIE), as des
Reinert in chapter t.h:ee of this volume, operates on the hypothesis that®

- viduat has been “programmed” to learn most efficiently in certain ways an
in others, and that, the person’s pattern of intemalization of his native tong
give valid clues to his leaming style in genera]. The results of several stu i

are far more extensive and much deeper than we have frequently imagiped.”" &
‘qther instruments and, in some cases, withoyt the aid of any objective
lh an experiment conducted at Tarraat County Jumor Callege in Pexas, for in-

stance, students of French were isked to describegheir own perceftions of, their
pufemd learning modes and, on this basis, were offered appropriate leamning op-

instruction, synchronized slide- tape presentations, and work with videotaped ma-
terials as well as with cassette tape recordings. When their achievementlevels were
compared with a control group taught in regularly ‘icheduled audiolingual classes,

tly higher performance gcores were registered by the experimental group.
In addition, enrollment in French increased more than 60 perce}t over a one-year

Exploring the potential of unstructured interview as-a major ma{ytica[

-

-
- -
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- tool, Herlféld found foreign language students at various levels most r veto
seif-analysis while petforming some of the tisks which age required in t(.hsfforeig
«lngnags classroom. Results obtained in this fashion indicated that individual learn-
ing preferences which appear similar on the surface turn out to be'quite dissimilar

once the inquirer probes deeper into the recesses of individuality and motivation.”

In recent years the foreign language profession has become increasingly dis-
turbed by the high mortality rate which continues to plague foreign language pro-
gams. Although current arch on cognitive style may lead to greateg insights in-
to what makes the individuai leaner tick, would be premature to expect an im-
mediate’ panacea from these t explorations. Much as the average foreign lan-

guage teacher may welcome ar intelligible print-out of the inner workings of%

students, he still must.contend with a complex agent in the utilization of such da
himself. His previous trainirg in foreign [anguage methodology has very probably”
been- inadequate or along the toutes of the then prevailing school of thought. It
." would heunrealistic to expect the teacher, without further training, to take each
one of his #udents cheerfully by the hand and successfully lead him to the one pre-
scription best designed to cure his individudl woes. The call is, therefore, not only *
for 3 new focus orf the ingividual learning preferences of our students, but equally
%0-0n the identification of teaching strategies which will be compatible with those
recurring preferences. Oncg this double objective can be realized, the result may B
well be x highet level of achicvement and an jmproved motivation for Jearning a.
foreign language:- - . R »
o t T
. ' . " Nots
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Concermn tudeﬁ%Leaf—mng Styles

: TT.
Harry Remcrt Co . - '
Edmonds School Dlstrxct, Washmgton ’ L »

i

. &
\ Let's begm this presentmon w1th ash rZ quiz. Decide whether each of the follow-

jng statements is true or false:  * ¢

\ .One pxcture s wortﬂ a thousand whords.

-\~ 2 Oneleamsbydomg.

of these statements is sometimes true, sometd
another each of these claims has been sta
Based on a study conducted in the Edmond
past several years, it has become increasingly a

ashington) School District over the
ent, that not only is no one learn- .

, Ing Stylé Identification Exercise, or ELSIE fosshbrt. ELSIE is bastd oh the hypo-
. thesis that each individual is programmed (s0 tb s ak) to learn most efficiently tn
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* «  which different persons aré programmed to.acquire and assimilate new information '
are what we refer to as the, “learning style” of that individual. Learning style is anal-
ogous to talent or aptitude, e.g., different individuals have special abilities in art,
athletics, mechanics, writing, etc. - When we speak of talent, we should recognize
that we are ‘speaking of some kind of neurological programming—real talent or apti--
tude‘is the result of certain synapses operating more quickly or certain nerve path- — 4
ways being more readily available in.some pe than in others. Talent or aptitude
can be developed but cannot be learned, as each of us has come to realize at one )
time or other. A similar peurological basis woq!d seem to underlie the individual’s

. We have, of course, for years heard references to eye-minded and ear-minded

« persons, but very little has been done in trying to identify such individuals or in de-

veloping curricula based on recognition of such differences. A greater problem, even

whenwe accept the reality of differences in leaming styles, has been how to identi- K

fy these differences quickly and easily, so that the teacher might make some use of” ’
this information in the classroom. ELSIE meets this need, for the ex??cis? requires
*fess than a half hour to administer and score, it costs virtually nothing 1o use, ahd
no specialized training is necessary to get usefulinformation from the results. The
exercise consists of noting the patterns by which an individual internalizes fifty
common words of his native language: The participant is asked to note, on a &
sponse sheet, his initial reaction to each word asit is read, i.e., he irfdicates whether

— 3

he first of all i . . .
‘(1) has a visual image of a thing or action; C A - '
*°(2) has a visual image of the word itself spelled dut; L.
(3) derves meanung from the sound alone with no visualization;or = . L

{4) has some momentary kinesthetic response.

The participant tallies the total number of responses for each of the four categories
and plots these on a scale to produce a graphic learning style profile. The divisions
on the scale were derived from the frequency of responses in the individual cate- )
gories as reported by two different groups "of subjects who were used during'thie™ .
_ developmental stages of the gxercise.‘ An example of an individual’s learning style _
. - ispresented in Figure 1.2~ . : ,

The barids on the left hand maigin of the Profile Sheet labeled +4’t0 —4intlh T
cate the strength of a student’s preference (or lack of preference) for a particular
learning mode. "The band labeled O represents the “average” response {or norm) €%
tablished by extensive pretesting of the mstrument. [If a student scores in the +4 «
range it would mean that he has a high preference for a particular mode. Converse-

* . ly,if he scoresin the —4 range, he would not respond effectively to that mode. For’
"instance, the student whose profile is given in Figure 1 indicates- that out of the
fifty words included in the exercise he had a visual image of twenty-five words,
. imagined ten words in writfen form, perceived meaning from the sound of twelve
_ words, ar}d had a kinesthetic response for only about gue,? words. Cprresponding-

)
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ly, the graph indicates that the student scored above average (+1) in the Visualiza-
tion categoty, about Qverage (0) in the written word and listening categories, and
below average (1) in the activity category. Once the raw scores have been cop-

into the appropriate band for each category, the bands will provide the most
easily umble information for furtter reference. ' v

. 3 _ELSIE is No Bull ° 23

Written Word Listening Activity
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ELSIE Profile Sheet - *

In interpreting the resuits, the assumption is that the more an individual varies
from the norm, ie., the more the individual goes above or below the 0 band on the
pufile scale, the more or less important is that particular way of acquiring igfor-
méf¥n so far as that person is concerned, in practice, thjs means'that whenever an
individdal scorés in the +3 or +4 band in any category, he will probably need to
convert data irito that mode before effective learning can take place. Conversely, a
score in the —3 or —4 band indicates that the individyal will have considerable diffi-
culty learning whatever is presented in that mode. The most important factor which
must be borne in mind in working withflearning styles is that in order for an indi-
o vidual to be successful, he needs to compensate for his wesknétses by utilizing his

IToxt Provided by ERI . -

strengths. A very gifted colleague in the Northwest, a Ph.D. in foreign language .
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who has had a distinguished: career as a teacher and-administrator both at the sec-

- - ondary and uniyersity levels, has a leamning profile of an‘gcade'rnic loser. He scores °
in the upper bands in visualization and agtivity and in’ the lower bands both in éz\t

-

written word and listening ¢@tegories. Obviously, a person who has difficulty leafn-
ing either- by listening or by reading will find convghtional schooling very hard. But
this individuat realized while still in grade school that he needed to be active if he
were going to remember anything. To the distress of some of his teachers,.he was
-, always writing, talking, tapping his feet or his fingers, constantly moving about. <
‘And as a result, he succeeded. In a similar vein, when I was observing a demonstra-

. tion class of a pre-reading unit at an NDEA institute many-years ago, I smiled to
sote a few students at the badk of she group who were surreptitiously taking notes,’
even though they were forbidders to write. Obviously these students also were de-
termined to succeed—in spite of their teacher’s instructions. .

The possibility that the student may use the results from ELSIE to help him-- ™~
self become more mcoe;sful should be explained by the teacher. In discussing the
_tesults of ELSIE with the class as a whole, ‘thesteacher might also emphasize the .
‘ following points: . ‘ ‘. ' .

v
, . '
~,

1. The very differences in individual learning styles mean that. what works
for one person will not nefmsarily work equafly .well for another. Thus,
if Joe is able to understand the spoken language easily after list€ning only
#eonce to the tapes, this does not mean that his buddy. Fred will be able to
 do the same thikg. . < 1 ,
2. The fact that a particular mode is especially difficult for an individual is .
no excuse for doing no preparation in that area; on the contrary, it prob-
ably. means that the student will need to work in that area all the harder.

* For instance, if a student scores in the 23 or —4 band in listening, he may
heed to listen to each tape three or four times more often than the stu-
dent who scores in the +2 or +3 band. But'since most people have their R

_ strengths as well as their weaknesses, each one can comfort himself that
1n some areas he is having an easier time of it than others in the Class. .
3. There is no stigma attached to being particularly strong or weak in any. ~
. given category. The categories simply indicate differences. By better
understanding these differences, each student should be able to use his
time more efficiently.
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The teacher who, either through personal preference or administrative edict,
does not have a highly individualized program can nevertheless make good use of
the information provided by ELSIE. On the one hand, the teacher may take into *
account the individual strengths and weaknesses of his students by setting ap special -
projects (e.g., have those stadents who are strongly agtivity oriented present skits,
and assign the task of producing a dlassroom newspaper to those students who,are
strongly oriented toward the written word). Secondly, by taking the classroom
average of the bands in each category, the teacher can arrive at a bias index which -
.« can be indicative of the general nature of an entire class. By adding the individual

o 3,

- .
« - -




"ELSIEis No Bull 25

band scores within each category and dividing by the number of students, the teach-
e will dgrive such an index. In a “normal’’ class, the pluses and minuses of the indi-
vidual students will cancel each other out, so the index will be near 0. It appedirs”
that a varistion of £ 0.50 within a given category is indicative of a significant varia-
tion from the norm on the part of the class as a whole. Thus, a class with a bisis in-
dex of +0.85 in the written word and —0.90 in listening will do well to studyeach
new lesson privately before any classroom presentation or before listening 10"tapes.
Conversely, a class with a bigs index of —1.04 in the written word category and
+0.95-in listening will flounder in'newr material until the teacher has explaited the
material orally in class. . s . &
- In working with individual gtudents, the teacher must bear in mind that the stu-
- dent’s scores in the individual categories are not as important as the overall pattesn
represented. by the relationship of the four categories to oné,anothet. Taken indi-
vidually, the categories appear to lend themx/r,hQ to the followmg possible

intetpretatiom. .

2
L e . 1. . Visualization
The p&nn who scoréiNn the higher bands in visualization needs visual‘stimuli.

* Filh strips, realia, diagr ic representanong, observation of skits, and other ac-
tivities are all _very effedtve for such personS. Whenever possible, such a person
should a'ttempt to convertwhhtever is to be learned into a visual form. One student

in my class who was gtrongly visually-oriented was having difficulty remembering
which article went with the various nouns. Obviously, she could easily associate:
with' the German noun the same visual image as she did with the English. But the
srtide was a different matter. 1- suggested she try visualizing these objects in her
mind with different intensities of lighting. She decided that the die (feminine) R
nouns would be brightly lighted, das (neuter) nouns would be. moderately lighted,
and der (masculine) nouns weuld be dimly lighted. We both laughed at such a bi-
zarre method, but it worked' . .

- g

2. Written Word

[y

Those students scoring in the.upper bands in’ this category will need to see
everything spelled out-literally. For example, an individual scoring in the +4 range
in the written word category will need to convert information into a written form
in order to function. Last year such a student did a particularly outstanding job on
“peakmgexam which is required of all students at the end of Level I. When I asked

. this boy how he had been able to doso well in an exam in which he might have
been gxpected to do very ‘poorly, he said that he had trained himself almost from
.the beginnihg of ‘his study of German to visualize in his mind the spelling of each
word as he heard it. Thus, when I asked him questxonsmraﬂy, he instantaneously™
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26  Personalizing Foreign Language Instruction
coaverted these sounds into their written form in his mind: And before he re-
sponded, he had spelled out in his mind what he would say,, :

Such students frequently have very nearly a photographic memory, but they

" often have not realized that this faculty can be-uded to their advantage. In leaming
vocsbulary or lines of dialog, for instance, the student can be encouraged to think
of his mind as a camera, taking snapshots of each line in its entirety. This may be
facilitated if the student simply runs the end of a piece of paper or cardboard down,
a page ooe line at a time. With only a little practice, such persons can usually de-
velop this technique to the point whero they have almost total recall of large
amounts of material after only one or two viewings. Conversely, the student who
scores in the leer bands in this category will learn from, reading only with great
difficulty. Almost certainly, such a studemt will need to ufilize his stronger modes
in order to benefit from his reading. ¢ :

3. Listening R '

Thé student scoring in the upper bands in the listening category will need to-
convert material into sounds. When reading, for example, such a student should be
encouraged to sound out the words in his head. (It may well be that some “non-
readers” have become that way because of some teachers’ insistence that, they must
not slow themselves down by sourtding out words in their heads. For such students,
it seems increasingly more evident that any attempts at speed-reading are probably
< doomed at the outset) Until they have a firm control of the sound system, such’

. students should not attempt to read new material in a foreign language without
Jistening to a tape (or listening to the teacher reading aloud simultaneously), for
such students will assign some sound to anything they read- There have been some
instances. of such students in’ my classes who did not initially make use of the tapes;
when they finally were exposed to the language spoken properly they were unable
{ to understand it, since.they had assigned an entirely different set of sounds to the r
German words in print. . -
A student who scores in the lower bands in the listening category will probably
luctant to use tapes and ‘may gpmplain that the tapes “don’t really help very
" Fdr.this very reason, such srstutent will need to make repeated use of the
tapes, especially after he has‘become thoroughly acquainted with the material by
means of his strongest mode, until he is able to associate the spoken material with
-the material in a form which is more understandable to him. ’

N . A
-
-

T .= 4. Activity
. : ) ) ‘;' L ,
A number of possibilities are available for the -student ‘scoring in the upper
7 bands of the activity category: writing out exerciss, participeting in skits, répeat-
ing dialogs aloud, etc. One of my most successful students, who scored'ip the +3
- Q . . ‘ . |
: %
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- ‘band in acti\nfy always wrote out all the workbook exercises before ever attempt-
ing any systematic study of a new lesson. Thns appeared o be a wasteful procedure,
. since: she was constantly thumbing through the chapter to seek the information she
- needed. But this very activity itself helped her remember each item shelooked up,
30 that by the time she had completed the workbook exercises, she had indeed mas-
tetedallthenmenﬂmthechapter : oo
As one would expect, only rarely will an individual have }ust one strong mode,
v with the other three being very weak. Equally rare is the “perfectly normal” indi-
vidual whose profile is in the 0 band in‘all four categories. Those in the latter group
appear to be either athong the very best or the very poorest students in a class. Such
individuals are apparently equally able to assimilate data in.whatever form it is pre- S
sented. If the individual trains himself to.focus all his energies on whatever is being °
presented, he will be highly successful. But this same flexibility also. makes such a
person easily préy to distracting influences, e.g., while reading he may easily be dis-
_ tracted by irrelevant sounds in the background, or &t&e ﬁstenin-g\‘to tapes he may-
be distracted by some actmty at a neighboring booth or gable. If such a student is
having difficulty, the teacher may encourage him to attempt to use all of his senses.

" simultaneously on any task which is at hand. . '
Most frequently, then, one finds that an individual will show moderate strength -
'in two or three areas and corresponding weaknesses in the others. The guiding prin- - T

ciple in every instance i still to utilize strengths to compensate for weaknesses. The ‘
student who is strong both in visualization and listening, for instance, will find films
or sound filmstrips extremely valuable. The person who is strongest both in listep-
ing and activity should be r&minded that not only should he listen to tapes but also’
he should be sure to repeat them aloud, since the physical activity of speaking w]lll
itself remforce the sound. Conversely, it will probably be of little help to demand"
" that the person who scores in the lower bands in the activity ¢ategory, should parti-
cipate in skits or do massive amounts of writing, except msofar as drgmatlc readmg
or penmanship are among the course goals.
Because the varieties of individuals are . hterally infinite, it is 1m‘possxble ever to, .
. give a complete catalog of techniques to accompany every possible variation. How- © ~
ever, once the tegcher and the student have arrived at some understanding of the
ing principles involved in an analysis of ELSIE, g\dmdual imagins-
thmkmg should prov:de}omble effective techniques. Assome of

student, the teacher needs to try to 1mapne what kinds of things probably willor ~ +:

will not be_effective. Then, taking into account the facilifies available and the ob- .} 7.
jectives of the particular program, the teacher'may make suggestions to the student &L
based on a realistic assessment of that student’s nee‘ds within that program. ‘
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1. ' For a full report of the dévelopment of the exertise and the te i
itself, cf, Harry-Reinert, “One Pi is Worth a Thousand Wgtds: . Not Neces- '
{ . . satily!” Modern Language Journal, 60 (Aprib1976): 160-68. " .
" 2. Copyright 1974 by Edmonds School Distric No. 15, Lynnwéod, Washington,
Repririted Bege by permissioh, ~ . i .
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) Tudmonally and histoncally, edu atuﬁf has had at its foundaﬁon the development
~ . of :eading, wiiting, and basic computatxbnal ability. Regardless of variatiés in‘the.

~ objectivesand strategies of teaching and learning during the past 200 years of Amer-"

*, can history, the.emphasis on,the three Yundamental skills has not-diminished. , *
- " » Teaching a stwdent™o réad his native language presents a major challenge in pri-
. mary school, evidence of which can befound in the several thousand articlesgn the
subject published in the last ¥8n years alone. “Feaching the student to #éad with"
greatex ‘depth and breadth is a similar problem in- +seconfry education. REcently,
the federal government authonzed a l-!&:\11tn=mlhon-d511ar .program to help the states ' * -
and local educauonhl institutions elimihate reading deficiencies by Jhe end ofth:i
decade.! e

- The challenges thch relate to ﬁrstﬂangudﬁe reading’are also manifes in the d§-~
velopmerit® of reading skilis in"a foreign language. In the latter case, however, the

t of reading and the techniques for teachipg Jt must be viewéd from a differ- <

ent perspectwe Nevertheless, portions of the idagggy are common to both, and °
some of ‘the stratégea wmch ‘have’ prgven: succe ul in teachihg the earner o read .
* his-nat e language may hold similar promise for helpmg the studen become a’pro-
p\ ficient rgd tjh a second tongue N e
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“ * sarriving at conclusions or solutions inductively or deductively based upon

+

.

. . [ . ‘
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o + Reading: A Definition”. -
* ~ There are.many definitions of what it meaps to read. Early investigators thought
of reading as reasoning.> Gates referred to reading as a complex organization of
patterns of higher mental processes,” Flesch described it as deriving meaning fropr;
combinations of letters,* while Frie saw reading as the transfer fromythe auditory
signs for.languagé signals, which the child has already leamed, to the new visual
signs for the syme signals.® Reading hgs been defined additionally as a complex—~"
process by which a reader teconstructs, to some degree, a messige encoded graph-
ically by a writef.® Similarly, it has been viewed as the meaningful interpretation of
printed-or verbal symbols.” T -
‘In a treatment-of theoretical constructs and processes of reading, Siriger sug:
gested a three-phase model of cognition"which’ directs the reader as he attempts to
extract meaning from the printed page. The model includes linguistic algorithms re-
lated to the recognition of form and structure and to their relationship to under-
standing a written message and associated artifacgs which, in turn, set in‘motion
processes of interpretation, iference, and problem sptving® - '
In the discussion which follows, reading is-considered to be a cognitive process
whereby, given a systematic series of written signs and/or symbols, the learner ap-
peals to one or more strategies for recognizing words and phirases with their co
ponding meanings, and then utilizes various processes for inferring, interpreti

and

s per-

ception of the same words and/or symbols. . . -
. The defigjtion has a numbex. of sliént points: ~ ~

1. Reading is a process. o § .
‘2. It involves a systematic amnge’lt of written signs and/or symbols.

3. The reader either has-or develops one,or more strategies for recognizing
. -words and- phrases to which hie then assignd meaning. ~ *

4. The reader utilizes inference, interpretation, induction, and deduction to

grouped signs and/orjsymbigls. . * -

\

s We meaning. -
5. reader reabh:’yonclusion regarding the semantic content of the
Jo

7 . .
In the abgve definition, mganin'gis of central importance—a factor which carries the
definitich beyond the lével of decoding or word recogffition and into the realm of
comprehension. Thus, the strategies and techniques employed in reading instruction
must result in comprehension of the writteré)rd, since only then will reading oc-
cur as defined agl:ove. . - ¢ ¢
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‘ . Communalities in the Reading Process
Just as there are many deﬁmtwns of readmg, s0, too, are there numerous att:
~ tudes and opmlons with respect to learning to read that remain largely unchallenged
—both in one’s own language and in a second. For example, it is held by many that
receptive control of a lnnguage precedes generative control.® Yet, much more atten-
n has been given to the-development of the ability to produce language than to
the development of the capacity to understand it.!°
" The genesative process of tanguage production is often descnbed asa sequential
occurrence that begins with the awareness of a concept (thought, deep structure), is
* influenced, ip ‘turn, by a series of-transformational ‘rules, and emerges finally as a
surface structure either in written or oral form. Figure 1 represents the process .

" graphically. —

- a
-

Concept (thought; deep structure) - 4
Transformational rules (277777)
, : S . . . .
’ A " “Surface structife (written or oral) )
' , ; \ JFigure 1 | .

It should be noted that only )urfaoe, structure of the language is apparent; the -
generative stages are hypothetical and, as yet, nof fully understood. Similarly, the
receptive process is-unclear, although it ntight be represenhed’ asin Figure 2

. 1 =~

[ 4 - .. ) °
Surface structure (written ot onl) tae fam . ?
A . i -~ . i T N \, \ 7 .
Transformationat rules (777772) L e N
Concept (thouglu, deéep structure, ca:!pi‘ehensit;h) :
- « .. . ' Figue?2

What actually occurs dunng the prooessmg'is highly spet:ulatxve and’ cannm-l!ﬂ'ﬁl
- lowed quite as simply as the linguist would have onej}nagmc. I-fact, at the present
time, about all the teacher can do is look at efﬁcnmf’language learfier and note ®
that he takes the most direct route poan'blffp reach _his goal—the derivation of

meaning from the surface structure Apparen’tly, ‘there are four basic strategies
which the learner employs: 1) umglmg, 2y predigting, 3) testing, and 4) confirming.
- If this four-phase sequence is, in fact, uulﬁpa by the learner, then certain instruc-*
tional strategies will be more beneficual thnn others in mmmg ge student to d’e-
vflopsldll in readlng

L
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o

T Reading a Second Language

I3
L

o, Erom his study of ‘the nitigp-language reading process, Goodman his derived
* .- certain assumptions aboutxeading a second language: " )
) 1. Reading $hould be casier for someone who is literate in another language,
* o - regardlessof siniilarityor dissimilarity of the two languages.
~ 2. The difficulty with which one reads will depénd on the degree of control
_that the learner has of the grammatical system of the second langusge.

3. Strong semantic input will help the acquisition, of reading competence
where syntactic control is weak. Thus, subject matter should be of high

" . interest and relate to the learner’s background. ’

. 4. Reading material in early language instruction should probably avoid
“ stylized langhage uses $uch as,in literature; it should focus on mundane
- language related, to specific situations, such as signs, directions, descrip-

) tions, transcribed conversations, and the like. .

S. An orakto-reading sequence. is probably better, but motivation and needs
of the student should be consideg or example, the learner who is in-
terested in pequiring only a readingBhowledge of the language should not
be expected to develop skill in listening comprehension first. .

6. As in learning to read a first language, reading instruction in a second
idiomn shou&d involve natural-meaningful e, and the teacher should” » )
make, every' effort to avoid the trivial and to keep the focus on strategies ’
which lead to comprehension.

Specific Strategies and Techniques .
The type of activities that one uses with respect to reading instruction might |
. be categorized as follows: 1) techniques that prepare the student to read‘a specific
-selection; 2) pyocedures that guide the student while he is reading the selection; '
and 3) activities that help the student comprehend fully the cogtent of the particu-
It selection. All should help to proitde him with a solid basis on which to approach’
subsequent assignments. The categories will be referred to here as 1) readi-
negs activities, 2) gwdance activities, and 3) comprehension activities. - -

" Readiness Activities. Reading readiness activities occur before the student sees:
the passage. They are designed to focus attention on thepq’:ag'e, to motjvate him'
to read it, and to prepare him linguistically for the task. A variety of strategies-
should be employed, although’some will be more appropriate to certain types of

es than to others. : ) a’ e
a. Provocative Questions. Questiofis’to stimulate thinking are constructed to
elicit reaction to situations that will occur subsequently in the reading. The fdea is
to pique the curjosity of.the student to read ang see how closely fils'response is con- .
. sonant with the turn of events or descriptions in the selection. The questions also

N .
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provide clues fo the overall topic /(the readmg and, as Such, seffe as an advancé :
organizer for the student. For examplE, prior to rtading a selection in French
. about a mt the followmg exercise might be conducted with the students -

You are a cat and need to go qut very badly, byt ydur masteﬂs &sleep How
" will you attragt his attention? Yau' finally go outside. What is the weather.
fike? Do you like it? Why or why* not" Your master is very rich. What kind
of collar do you wear? As a cat, what i3 yonr favoﬁte sport?
. g’
lt is unimportant at thie point whether the studénts agswer u} French or in Enghsh,
since the purpose is to build interest in the selection. The key to the effectiveness
of the actmty is the degree of the students’ participation in generating responses.
b. Excerpts. As a rBadiness activity, the’ excerpt is customarily used with a
longer selection. The teacher extracts a key paragraph, sentence, or other portion )
from a reading and presents it to the class. The excerpt may be an action scene, a _
thematic conflitt, a controversial statement, ‘or a descriptive passage whichusets the
scene for what is ,to occur. The Introduction is often a good source for excerpts,
partxcularly when readlng from ¥#h abridged version of a text.
Suppose, for example, that in an advanced methods class the students are as- :
signed to read an article by Phillips entitled “Second Language Reading: Teaching »
. Decoding Skills.” The followlng excerpt mJght be use(l to mterest the reader in the $
selection: ) < )

.

0

Reading has been tagged with many labels—the passive skill, the receptive

“ski, the neglected skili, the untaught skil. The mmonality in these des-

criptions is the suggestion that learning to read is an Ypnate developmental pr, . -

cess which renders teaching to.read an impossibility. Xg essence, we are I.Lr& -
. to buy the theory of the passive skil, a theory that, if tfajslated into practice,
‘ would permit teachers to stand on the sidelines and wait reading to hap- -
pen. 12’ N . ,
’
The paxagraph pr~sents the central theme ‘as well as the phildsophical orientation of -
the writer, and should. serve to motivate the reader to delve further in order to see
what the author has to say. *
_c. Headings. Like excerpts, the use of headings to focus the studeft 8 aften-
tion om a reading selection is more effective with longer passages. The technique
Y attempts to train the student to logk at chapter titles, the name of the story, the
table of ‘contents, and other te (Zal dmsions in order to guess What ‘is gomg‘
to happen. -

- d. Non-Print Materials, Photographs postcards, slides, ﬁlmstrips films, tapes, .
records, objects, can all be used to prepare the student to read a selection. Suchma- -
terial{ often provide the student a better basis for understanding the selection, in
addition to an increased interest in what he is to rey “This is particularly the case
when the' reading refers to some culturally different #ttitude or‘situation which the

_studegs may not be able 4o interpret within his own fra;ne of reference. -,

EKC . o ‘a‘ib‘, ~. N
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'

e. Problem Vocabulary. Many sele‘crﬁoqs "contain words that will present a
particular problem to the reader. - Sometimes it will be a familiar word with a new

. meaning; in other jnstances it may be a recurring vocabulary item whose meaning

i critical to the comprehénsion of the story. Any technique préferred by the teach-

.et can be used to communicate the meaning of the word; and it is often a good

strategy to help the student develop a “memory hook” so that he will recognize the
item subsequently. ’ -
f. Affective Learning Activities. Christensen describes an exercise that uses the

student’s affective response as a source for lesson content. Essentially, the affective '

learning activity (ALA) he describes presents a situation to the student, provides a
matrix sentence, suppliés an example or two, and suggests basic qué¢stions the stu-
dent might answer. By modifying and adapting the situation so.that it reflects the
content of a reading passage, the ALA cah be used.as a readiness exercise to pres
pare the student for the assignment.' . - :

* The situations, matrix sentences, and examples are prepared for an overhead

projector transparency. The Phase One sigygtion (see following example) is intro-

duced orally and then projected with ix sentence to provide a pattemn for

the Tesponses. Students are encouraged to volunteer completions of the matrix .

sentence, and their suggestions can be witten op the. trahsparency, if desired. After
several responses have been given, the second phase of the situation is presented in
the same fa@ion, followed by phases three and four. As the activity progresses,
more and more students become involved. The example shown below, based upon
Christensen’s idea, was designed to introduce a reading entitled “Cémo defenderse
de las mujeres,” taken frog.a téxt used in a third-semester university course.™ For

clarity, the activity is presented here in English, although it would be done in Span- - ’

ish in the classroom setting. .
. ’ ‘.

Affective Learning Activity

‘\

- .

(Phase One: male students respond) R

== You-are an acfor and have recently appeared in the centerfoldof Playgirl
magazide. As a résult, you now find that eyerywhere yougo you have to de-
fand yourself from the ladies. There'is one young starlet in particular whoin-
sists, upon marrying you, and 'you have decided that it will be necessary to,

have a piactical plan to avdid matrimony. Name three.things you can tell her. ,
80 that she will no longer be inhb*ou. .

—~-  Lcantellher..... : (Matrix sentence)
’ ... ......that [ don’t use deodorant. .
R Sgghat 1 don’t believe in monogamy. <0
P «¢that the picture was of my head but of semeone else’s body.
- etc.

.
.

(Phase Twos female students respondj AR ]
Yczu, the young stariet, are aware of the model’s plan and now must form-
. P R . . .

e
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" ulate a strategy to attract his attentien. Name three ways you might impress
him. ) . =
Imight . ... ... (Matgix sentence) L ' “
..... impress him with my intelligence. . , . - .
N :%ﬁrm that Lam going to kill myself if\he doesi’t marry me.
) : him that our parents made the arrangements many years ago
N ’ and that we must abide by their decmon

etc.

» v

(Phaze Drree male rrudenr.r rerpond agm)

You are aware of the girl’s strategy and now must react to whatever hap-
pens. Tell how you will respond to her advances or suggestrons (Here, the
previous responses of the students can be used.) . -

Hshe..........  Uwill, ... (Matrixdentence)

_ .....wantsto impress me with her intelligence,..... - , .

- tell ke that I prefer stupid women. .
od . .tells me that she is going to krll herself .....

offer to help her. .
L. . tells me the wegding was qrranged ..... ) ‘
“ o ~Tell her that I am an orphan. :
. etc. |

(Phase Four: entire class responds) . ) = MR
You are a friend of both and want them to ft to know egch other better,

However, you do not want them to bk aware of your inter . How can you

arrange things so that théy will become attracted to each other wrthoutthern

+ knowing what you have done? R ] i
' Ican.......! (Matsix sentence) W
....send them both an anonyinous letter dn'ectmg them to rneet ase-
. . cret admirer at a hidden spot.

.. . .make arrangements for thet to act in the same movie,
. .buy two tickets to  deserted island and send one to each of them.
etc.

From the beginning it should be clear that L@Wto participate only when

they want to. No attemipt is made to involve those who might be uncomfortable.  *
The use of imaginatiofi and fantgey serves to protect rather than threaten the stu-
- dents’ values, a factor which mord often than not results in greater participation. In
* sddition, the paragraphs and ¢xamples can exploit vocabulary and structures that
the students will encounter subsequently in the reading selection. Thus, the affec-
- tive lemung activity can be modrfred to serve as an effective readiness exercise in

the foreign language classroom. s .

-3 . Guidapce Activities. One of the most common reasons for stidents' failure to  *

/ . read effectively is that they have no goals or purposes for which they are reading.
"* " :  Although the feacher often establishes the purpose of the assignment ig, very general
terms (¢ g., “Read pages ten to fourteen and be prepared to discuss it in class to-

(€] ’ o
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morrow”), the studept is often unable td.set his own purposes. Thus, guidance ac-
tivities should delinepte specific tasks asid, at the same time, help the reader leamn
to devise his own tasks to accompan an assignment, Sevegal strategies have proven
perticularly successful’ in native: instruction, and are recommended in "
pumerous texts on developmental reading.  Three such techniques are des-
cribed below. . . R ¢
a. - Questions Prior to the Reading. In most selections, it it not necessary for
the reader to retain all of the content. However, students do-not recognize ‘““auto-
matically” what is important and what is not. Questions prior to the actual reading
of the assignment will help the stydent focus his attention on the segments of the™
content- that are considered important sither by the teacher or by the author. Manys -
reading texts %q&sﬁoa at the end of the selection which mnfiust as easily.
be assigned (. _diswsedinclass)at}wmderbegimhisnudy. This gives

- him & clear idea of his task; which is to find the answers to the questions. 2

b, Anticipating Questions and Answers. Most teachers—particularly in foreign
langusges—will admit that they learned more about their subject the first year they
tsught than they did during all the years of preservice training. Interestingly —
enough, {hat same year usually corresponds with the person’s from the role of
“question-answerer” (i€., student) to the role of “question-atker”(i.c., teacher). It
is quite possible that the actual formulation of questions on '3 given topicis an ef-
fective aid to mastery of the material. Thus, one might instruct the student to think

guess” both the teacher and his peers by devising questions based on the reading.
Then, following the selection, let the student ask other members of the class—in- -
cluding the teacher—questions on the selecfion. The opportunity to quiz the teach- .
er (a form of role reversal) may prove to be highly motivational to some students
who otherwise are seldom involved in daily classroom activities. The fact that many

*  of questions which he could ask his classmates, Suggest that he try to “second — —

of the guestions will be ungrammatisal is not of primery importance. Infact,any . 5

«grrors will serve to provide insight inito individual problemsof comprehension. A
word of caution is in order, however. The teacher should not be lulled into the
false security.of a successful lesson as the result of lively response from a '

* dents who generate all the verbal activities in the class. Neither should he brag to h
colleagués that the class is conducted completely in the target language when, in
fact, he is doing all the talking. Discussionf of questions and responses p
written by students in advance will help to avoid these situations and bettpr ensure -._.
ineaningful participation of a larger segment of the entire class, -

c. Differentil Aséignments. Another problem often associated with the read-
ing class is boredom. The sheer quantity of material assigned to be read for discus- —
sion is if itself a negative factor. Then, during recitation, the entire is ex-
pected to attend anxjously to the responses their classinates as if great hew rev- —
elations were about to be made. The'situatién is at best ludicrous, normally lethar-
gic, and at worst, chaotic. By giving individuals different tasks or activities to per-

" form, the largegroup session becomes d period of sharing, since the students are
dependent upon each other to comprehend the passage fully. ‘A variation of this

-
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strategy has been developed by Childrey in what he calls the “Read a Book in an
Hour” approach. Using a paperback text, the teather actually tears the book apart,
giving a ‘different portion of the material to each student and instructing the class
t they have a short period of time (usually fifteen to twenty minutes) to read
selection. After theé allotted period, fach student relates what he has read. The
‘excerpts may or may not be in order. Since no portion makes sense, until it is put
into the larger context, the students find themselves needing each other in order
to “read” the book. During the activity, two important things occur. First, the stu-

able tp paraphrase. Secondly, the shared ovemcw provides the reader with a general
idea of the story and permits him to concentrite on other element.when the éntire
text is studied as a series of specific reading assignments. !

Comprehension Activities. Development of the reading skill is not a phenom-

er. Comprelwnnon activities can be designed to puallelthe learner’s total language

_ development. Dictionary exercxae’s; vocabulary development, and similar aclivities

. need to contribute to the overall mastery of the idiom while at the same time fa-
* cilitating comprehension of 2 pmt‘lq;hz reading selection. .

Most foreign language teachers have experiénced the efasperating and often

to aid him in the construction of a novel sentence in the target language. In Span-
ish, for example, one might receive *“No he hecho arriba mi mente” which, to the
student means “I haven’t made up my fin Or perhaps *“Superhombre lata
mosca” which, loosely rendereil conveys “Superman can fly.” Before chastizing
the student; however, it mightbe w:Ikto consider’whether or not training has been
offered in the proper use of a dual language dictionary, o whcther the leamer lias
been told simply to use one.
eral things may be done to encourafe the student to use ¢ dictionary, begin- -
vith the acquisition of a good djai-larguage set for the classroom. A unit can
oped on how to use the dictionary, and its use even permitted on an exam.
sulting a dictionary: will not appeal to every student. Therefore, it should
clear that the dictionary is not 2 crutch so much as a resource to be called

whi other stntegm for guessing meamng have failed. '

8) gither by provxdmg an iternized list or by desxgmng an ac-
10gnt is told t find specific word forms in the second lan-

¥
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humorous instance in which a student has obviously contsulted a.bitingual dictionary ,

dent feels motivated o read his segment and to understand it to tbe point that heis .

~ enon that occurs ovgr ‘a short period of time. The precess moves from the simple -
to the more complex and reflects the.increasing linguistic competence of*the learn- |

v
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able o use the information-in the entry once he has found it. Although such ac-

- . ﬁviiunuymﬂtintmini-clasinﬁnglishgmmnar,itiscﬁtialtoeffectivetrain-

o ing in dictionary usge. _ : - i
b Once the student has leamed to identify how words are used, he is feady tobe- -
* gin warching for appropriate words-to use in his-own séntence, As an intermediate

" step, bowever, it ‘is effective to let him practice with sentences that require the se-

lection (ie., tranalation) of a single word or phrase, such as: Tengo una (date) esta.

.. noche.' Gradually, the student isled to the point where he is asked to write a num-

ber of original sentences using the dictionary to assist him. . ‘
. Another comprehension activity which aids in the long-térm development of

- reading skill is the use of syntactic coatext. Students should be taught to recognize

various types of word order they will encounter as they read, such as the location
_of adjectives, pronouns,-tense markers, and the use of capital letters, articles, and
other structural clues. 4 Obviously it is important that the overriding objective be to
derive meaning from the passage. ‘
Most reading selections are also rich in semantic clues, While dependence on
context alone may not render the exaet meaning of a word, it will usually enable
.~ the student to determine the message. Studies by Greenewald 16 and Medley'” sug-

, gest, that training in the recognition and use of contextual clues may ‘have a positive
effect on the development ?f reading ability of second-language leamers. .
Ax(nt clues dre of maty different types, and of varying degrees of uset;ulneu

the more obvious—and thus more helpful—are statements of meaning where

. the word is actually defined, or is indirectly explained by example, synonym, exper-

- . jence, description, comparison, contrast, or reflection of intent, mood, tone, or

. In addition*to sentence -or semantic context, the use of internal context, or -

, “ morphology} also serves as a source from which to derive meanjng. Training the,
* student to recognize the prefixes, suffixes, toots, and systems for compounding
" 4  words often provides keys that "will rapidly expand the reading skill. Similarly, the

‘Gommon connectives of the language (prepositions, conjunctions, etc.) should bé
presented early so that they do not pose a constant problem to the reader.

- Finally, a strategy that is'used comqnonly in the native-language classroom and
that has bgen-adapted to the foreign ge lesson by Finsteingnd LaPorte is the

. PQRST approach. The*agronym reprefents Preview, Question, Read, State, Test.
In the Preview stage, the student looks at the titlg, skims the passage without read-
ing for detail and without looking up unfamiliar words, calls upon background in-
formation, and either develops quedgions or nses those which have glready been de-
veloped to get Ewme idea of the content of the passage. The Question stage\is the

- point 4t which/the reader focuses on the “gaps” in the picture which have formed

as a result of the ‘scanning, amd the unfamiliar words he may have encountered.

The reader concentrates upon,; is to look for as he reads the selection. In

. the Reading stage, the studdfat looksfor answers to_the questions which have been

* raised, and also formulates ﬁ tions’ while attempting to deduce the meaning

“of new words through the application of a variety of strategies. The State stage calls

IToxt Provided by ERI
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on the reader to paraphrase what he has Just read, being as speclﬁc and as inclusive
a3 possible. Finally, the Test stage is a rereadmg to see if the passage has been un-
derstood. - Can the reader now answer the questions posed earlier? Could he ask
others questions to see if they had read the selection?'®
Another effective technique which can be employed easily in the foreign lan-
guage classroom is “What Can You Learn in One Minute?” Here the class is given
one minute fo read a selection. The tine constraint precludes the use of a diction-
ary and forces the -reader to scan the passage rapidly. After one rhinute the teacher
stops the class, has the students cover the passage, and asks several individuals to Te-
- late what they tﬁve been able to understand. Since a great deat of different infor-
mation is gleaned .from the class, each student is prepared subtlely for a second,
more intensive reading. After the second reading, the teacher may ask content-
oriented questions, or permit the students to formulgte questions of their own.

by, .
-~

Testing the Reading Skill
, 'p

n evaluating reading, a distinction tan be made between what the student
knows about the language and how well he communicates in it. Effective evalua-
tion of the language competence of a learner, particularly in reading, should assess
both discrete and integrative skills, thereby providing diagnostic mformatlon while
measuring the student’s ability to use the language inya communicative situation. '?
Dlscrete-point tests evaluate mastery of numerous bit¥of informatien about the lan-
guage, its phonology orthography, structure, and vocabulary Tests of integrative
skills probe the student’s ability to understand and express himself in a more global
" Both types of evaluation have advantages and disadvantages. Discrete-point
tests provide .diagnostjc information not available from tests of integrative gkills;
they offer ease of administration and scoring and nearly perfect reliability between

scorers. On the other hand, discrete-point tests fail (in most cases) to reflect abljity

in actual language usage”a task demanded by tests of integrative skills.

There are a number of ways te evaluate’ bc% discrete and integrative skill§ in
reading. Discrete measures of reading ability inﬁude questions related to the sfu-
dent’s knowledge of grammatical structure, sentence interpretation, word order, vo-

cabulary, subject-verb agreement, structural parallelism, pronoun case, compansonr

of adjectives, formation of adverbs, and formation of irregular verbs.? For those
“students whose native language is based upon an alphabet different than that of the
second language, a simple symbol-matching item can be used. For the beginning
reader who can identify symbols, a series‘of three pictures can be shown along with
several statements; the student selects the picture<that depicts each one cotrectly.
With the more advanced leamer, a shortaparagraph can be*presented and the stu-
dent’s comprehension of lexical units within the passage tested with muitiple-choice

questions. 2!
Tests of mtegratrve skills are more varied than discrete-point tests. "One fype

.
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reqmm the student to' select the appropriate paraphrase of a given sentence. The
task demands an underxtandmg of the abstract relationships between subjects,
verbs, and objects, in addition 'to other language elements in the sentem‘ ’

A second type of integratife test is the cloze technique in which everyn th word

ia deleted from a text and the student 1s then asked to, replace the deleted words -

through his knowledge and expectancy of occurrence. A cloze passage may be )

scored in several ways, depending upon the population of students with whom it is

used. One can accept only the exact word which was omitted from the text (a

_tenable procedure for the native speaker); alternatively, any word which fits the .

context may be judged acceptable, whether it ‘fits ‘grammatically or fiot.2 The

litter procedure has been found best when cloze is used with non-native speakers

who lack the knowledge of form and redundancy to respond ava native might.3 .
" Scores from cloze passages are reported to correlate hxghly with tests of listening - -
. comprehension® and with other measures of language skills.® .

Composition, another measure of the integrative skill in readmg is ‘an exercise
in which the student is requued to write critically or interpretively about whaif he
hasread. Because of the time and subjectivity of the grading, however, essay-type
testing is not viewed generally in a fgyorable light by either psychometrists or sec-
ond-language teachers.

Finally, dictation may be used as a test of integrative skills., Although at first
glance one might presume that wntmga language while it is bemg heard is primar-
ity a measure of rote memory, such is not necessarily the case.” The student-mpst
recognize and retain the laryuage long enough to transcribe it, then punctuate so
that the utteranée is m¥aningful and reflects what has been said. In many instances,

it is only through the use of context that the student can |dent1fy the word or*
phrase which he has heard, he multiplicity of skillsns used in writing from dic- ‘
. tation. .

In conclusioggmarfy of the problems encountered in teaching a child to re
his native tongue may also be found in developing second- languageakﬂlx,
strategies and techniques used in the classroom must result in comprehensxon 1f E
reading is to occur. There is a vast difference between merely giving a rudmg as .
signment and in providing an effective program of reading instruction. Many of )he |
strategies used in native-language instruction are equally valuabledn the foreign lan-~ 2
guage classroom. Continuing investigation should focus on the varieties of activities o

. currently being used in an effort to identify thosé which hold greatest prormse for
developing the reading skill in both languages. i N A
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It’s a fact of life. Dictionaries are nice places to visit, but no o;wwad’ts to live t.hée

‘—especially foreign language -students. Yét this # precisely where you cgn finda -

large number of intermedjate-to-advanced- level students a great amount of time.
The high point of my own language leaming: career ‘was the day I knew I cquld
leave my dxcuonary at home without spffering untold anxiety. " jt*was most sym-

bolic—the Ioad was off my shoulders (literally) and on my head'(ﬁgurati'vely) I

fipally knew, if not everything, at least ngh Thus I can sympathize with stu-
denu!ho‘mplam that-tite stoiy theyTiPreading mlght be interesting 15 they copld
"spénd more, time reading it and Jess time looking up the words, or who despair of,
ever mastering the scores of words they feel they need to h{ow Unfortunately,!
‘can’t, give them a magic formula or even an em:ouragmg prognom Contrary'to

-, guage is neither easy nor brief, and learning vocabulary. must be’e least eaxy and
duhe least bnef of*iny language learning'task.,

fthirough a consideration. of what actually isinvolved in a¢quiring a second ianguagef
plxtlculgrly in regard to the role of th!'ﬂrst language i this process. Further
ally

“ hinder students in-their efforts to leam vocabulary. Let ys look of the

Fd’km” '. . } * - ': i . i 7

]

_ seme commercial ventires which promise quick and easy syccess, leaming a'lan- |

-

However, vocabulary learnifig can be ‘made less dxiﬁpult snd more natural _

“¢
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' According to Nelson Brooks, a true biﬁqgﬁal:‘posse,sség a coordinate system of
two languages in which nov only the overt patterns of behavior that characterize the
new language, but also the mental grocesses "that atcompany i, shall haye equal.
status with the mother, tongue, yet be entirely separate from it.”!_Thissis an im- - %,

-pressivé geal for language teachers and their students. Its implication of mipimal  ~
use of the native langyage in-order not {0 “collapse the structure into a compound
system with English dominant¥? continues to uriderfie much, that goes on in the i

. foreign language ciaisxobm. For lack of a_coherént theory t& explain the function

of native language processes within foreign language acquisition, and because of con-
. .tinued reaction against the traditional granuﬁhx—tr@slaticmx&s‘ses of earlier years;
teachers tend to feel virtuous when they use the fofeign language and guilty, when
they resart to native language explanations, 'regardiess of‘ther situation, the desired
outcome, or the results. : : ' . ¥

~

The assutmption, however, that ,natural (coordiate) bilinguals p osep-
« arate meanirig systemg each connetted with a separate linguage¥sy: ite com- . °

pound bilinguals possess only 94: meanihgtore accessed by botff languages, isan ¢ . .
oversimplification and a compounding of several factors, True, if Pilinguals acquire
- their languages'in two separate cultural communities, the affective and connotative
. . meanings carried by various lexical items will differ. Bytitis also true that this type
of learning is available to foreign language fearners.through experierice, both direct
and@irect, of the cultural contexts involved.” I
o Wimt we are really concerned witl is the possibility’that bilinguals are able.to  * -
. "avoid interference between their two languages because these two languages are
: stored separately within' the brain, thus: precluding significant intéraction betweeh
| them. 'If this is'so, then it is reasonable to suggest that for second-language learners, -
interlingual contact “during the le_a_rhing progess will be inimical to the development’
_ of clearly distinct systems, and thus hinder natural use of the foreign language. Re-
. cent studies on child bilingualism, hewever, seem to indicate that interaction b€;
', tween the two languages, far from being ah artificial produggof the classroom, i$ in-
, stead inhefent in the process itself 3 Children growing up bilingually do not develop
two sepafate languages to refer to'two separate realities, but rather use both lan-
> guages indifferently. It is only later, dt about two years of age, and as children be-
: come awaré of-the differewtial use of the two languages in theepvironment, that  ~
. they begin to separate them’out. -Swain and Wesche give the follawing examples of . .

'rilexical and syntactic'interaftion éxhjbited by a three-year-old French-English child: '
[P . g B ] ..

y

N Z;%mﬂehgom break.. o - . o ¢
., *Yyaup. Demain, I gén to keepit. - - . « !
: " ink Marcel want not to. listen, o - .t
*That's to me. (cf. the French, C'est 3 moi)* . ~
) . lfzily also relates thiat Germh-spe\\ikjm kiridergartedt children in Alsace were once

v \‘l . R . . ’ ]
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taught Fyench by being given- plastic toys.m the form of animals and household ob-
)ects to which their teachers referred only.m French The younger childrensrefused
to cooperate, however, and ruined algood‘rdea by insisting’on calling pnly the toy
by the French \word while contmuﬁ!} to resérve fhe natiwe-language word for the
“real thing.”*
Moreover, among adult brhnguals, there is evrdence that, at the concept or
meaning level, language of presentatrog does not affect performance Koler found
. that repetjtion in either tanguage facilitatpd later recall of"a word presented in only
~one, and¢h t silent teadrng was unaff®ted by the mixture of a bilingual’s twolan- < -

guages seatences.5 K has also been demonstrated that bilinguals canhot  *
separat;g ir languages at the concept level, even when it would bg advantageous

== for the do so.” Neufeld“has praduced reseazch indicating that there is only
lexi dnte jonary consisting of items learned for one or both of A bi-

count for the ability to translate as well as substantiate the evrdence from ¢ dhood )
bilingualism. A :

would seemyinvalid since this is pregisely the kind of systergbrlmguals seem t0 pos-
sess. For allepractical pu'rposes wrt!nn the classroom there 18 no need to studiously
avoid the use,of translatren equrvalents as long as students are not eqc’ouraged to
equate one d with one concept in either language or.across languages. The -
emphasis should be oh semantic equrvalents In fact, this is exactly what is involved
" in good translhung where the twolanguages are mediated by meaning rather than -
" by one another. Many errors can even be avor&ed by the use of semantic native-
 language equivalents. Telhng students as some textbooks do, or allowing them to
,;;1:“: that the French verb #8fléchir means “to think” (e.g., je réfléchis = I'm
g) invites error. Student§ who &e told that réfléchir meams “to think about”
‘will be much less likely to present therr teachers with such lmgurstrc gems as *Je'
. réfléchis oui,
There is even some evrdence that semaotrcally based anniysrs is performed by
learners naturally and on their own unt;atrve Lambert and Tucker, in reference to
the highly successful Freich i immersion program in Canada, have suggested that im-
_ mersion children B&come rapldly cognizant of similarities and differences,between
“ *  English and French and explo|t these in"a type of “incipieht contrastive anhlysxs”,
) that affects both languages.”, It may be that the overt encouraging of such processes
in older language leargges wollld be.beneficid]. I have found it helpful, for example, -
tg point -out to students that, in Frenéh, verbs often ificiude the preposition where
in English the preposrtron is separable; and that the meaning conve%ed by the verb
plus the preposition in English is conveyeqd*by the verb alone in French: A list, sim-
. ilar to the one shown below, is a good starting point.
iy .

*  sortir - 19 go out . traverser — 10 g0 across
monter - tb g0 up e partir — to go away
descendre ~ to go down ' retourner — to go back .
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It becomes then very easy to point out that English has a formal, Latinate lexicon |
<" sswellas aless formal, Germanic one and that direct French-English cognates usual-
| lybelongtothe former(commencer—to commence, commgncement; or félicitations
" _felicitations, felicitous). Thus learning French vocabulary can help incréase word

» . powerinEaglish! =~ * . T
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Use and Abuse bf the Native Lar .
: e’ : . ’W o

+ The colléctive. wisdom of thé profession on this point can be summarized in a
few sentences. The use of the native language is indicated only in the interpsts of -
economy and clarity. Thus, meaning’in thé foreign language should be conveyed

* via pictures, gesture, mime, foreign language definitions, or paraphrases rather than
« , through'the use of translation equivalents. "Vocabulary words should never be pre-
sented in a dist since this encouragés learners 16 _form one-to-on¢' associations be-
tween the native and fox:eign,hﬁguage. Instead, vocabulary should always be pre:  ~
sented, leageed, and tested in context. . , : .

I agree with these guidelineS. But Talso agree with Henry Sweet, the nineteenth
century linguist, who, as a sort of reply to over-enthusiastic Direct Method be'lieve_rs,
onge wiote'amd underlined, ¥“The exclusion of translation as a regular means of con- _
veying the meaning of uniss is an uneconomical and unfatural principle. " He'sup-
ported his contention, with wrgurients that remain ‘cogent today, potnting out that

. exclusion of the nativé'languaje tends to, strand learners at-a level of lexical poverty .
" that is both frustrating and unn when a mediating linguistic system (the na-
tive language) is ready at Hand. Fusther, he contifiues, no one ever really succeeds

*in eradicating the nativé language. ! )

.

- .

Let there be no illusion on this point; the most fervent pertisad of the Direct
Method franslates, whatever his impressions to the conirary m#y be. He
« learns German by réading German books without a dictionary. He isreading
o technical book dealing with chemistry; the word Wasserstoff occurs repeatr
> edly. reader does not refer to a bilingual dictionary, it is true, but in the
ome. end he to himself: “Ach so, das Wort Wasgerstoff bedeutet sicher 7
", . hydrogen!” That he hss guessed the transiation rather than sought it does
" fot affect the fact that he has more or less associated Wasserstoff with kydro- -
. gen.... Asanargumentum ad absurdum-lef us take the frequent case of an
- '~ Englishman who by some accident of circumstances has come to associate the
‘' wotd hdtre with the thing designsted by it. He finds one day that he is ig-
norant of the equivalent word in English. What is he todo? Go tda forest
.with an English companion better versed than he in wood-lore and seaich for
. the tree associated with the term héfre and then ask his companionto name
.. it in English?, Once again poser & question c'est da résoudre, he will'reach
- down his French-English dictionary and asoértain that hérre = beech. "

-

;ﬂ’, . e quoted at length from Sweet, because | believe he giv;ah amusifigand - .
: , ] . \
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+  accurate ﬁictﬁ;e of what goes an under the guise of establishing direct relationships
between thé f%)mgn language and the real world by refusing to use the native lan-
guage. Thepomtuthat one ;mtivelanguaguspan of one’s real world and cannot |

-be written.off as excess baggage. Throw it out the front door and it arcles
around the back; drown it in 4 sea of foreign language definitions and it resurfaces -
. atthe first Gpportunity; drill a class for hours on the use of the French verb

. “ - Vocabulary Léarning- 47

" attendre (to wait for)-/1 attend l'autobus, le tain, Marie, etc.,~they will still pro- -

dude the clasic interference errors.. You simply cannot keep a good hative language
down: In vain have tegftbooks tone away with vocabulary ligts and teachefs railed

. * against writing tramlahom inthe-books. Students (and a teacher or two) have pro-

* . wided their own lists and erased thc words after the fact. Such obstinacy leads to
the conclusion. that it is somehow fatural for second language learners to use their
oy "firs{ Janguage as a means of duhng with their second orat least to do so under cer-
tain conditions. .
' There are several ways a tmher can help” students to capitalize on thxs—utendency
without turmng the classroom into 8 mass translation drill: First: students can be
. encouraged t0-begin with a translation eqaivalent, but to go from there to a more
complete understanding of thé ongmal concept, much'in th&same manurer as chil-_
. dren learning their first language exhibit progrmwe differentiatiof of categories.
Both make errors but both have rather limited data bases to work from; the first
language learner because of cognitive aiid linguistic constraints, the second lanfuage .
Jearner ysually because of liriguistic inexperience alone. Students need fo be made -,
sware that translation is only the first step, and that even.in one’s native languige,
y different wordy' are known to different degrees of proficiency. The use of therright
word at the right time is a skilt, and a good deal of what isusually terméd—commun-
iatlon is really nothing but a series of hits or near hits on semantic targets. Fongbe
T are relatively narrow. For npn -native speakers, the range is w1der and is gradually
_ restricted according to expecuuons of competence. . . - -
In order to become aware of these limits, studepts need bath exsensive and in-
tensive practice with the language. By extensive I mean a broad and varied exposure
to autMentic language; by intensive, I refer to a guided approach to normal usage.
.The extensive dimension can be dealt with fairly strangh;forwardly, the intensive,*

nstive speaker of a language, the bpunds within which a direct hit can be registered - ;»

’ howevcr, reqmru more attention and planning.. ‘There'is a yariety of ways by whch ",

teachers can provide intensive experience for their students. For example:

f - I The comparison of a translated passage with the original helps a;ndems to"

F'

.

areas in"which they may be mismatching sernanies and lexicon in the: foreign
hnsuago It is posible, for example, for the Frehchcsrb se demander'tg be intdt-
preted as “to ask oneself,” and a student may never realize that the basic Enghsh
equivalent is “to wonder.” )

! 2.. The use of rapid, oral translations from the native to the fbredxgn language
_ helps ctudcnts to identify semantic equivalents. This is especially impoftanfin the

areas of idiomatic expression and native-like fidency. Studefits with this fype of |

training will tend to fdentify conceptual rather than’lexical meaning and to avoid
the perils of word-by-word translation. {2 . oo
\ AT , L
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77 73 Swmdents-can be encouraged to discover the differénces between related vo- o
- cabulary itemss for themselves. Devise or find a passage or series of sehytences in” *
» " which the items to be considered occur. Give this to the students with igstrucftons
.¥ o find gut why a certain word isused in 3 certdtn place. The factors involved may
be semantic, syntactic, or stylistic, and the students’ resources can include regular
. ¢ bilingpal dictionaries, dictionaries of synonyms (indispensable in any classroom), or
dictionaries that go beyond the dictionary “into more secret territory . . . between
thedines . . .and in the gaps of a standard dictionary.”’®*  ~ - -
For a French class, a brief example of this technique involves the verbs dire(to
- “yDW(wW)¢“wma(w tell). o - ‘ ‘
. e ‘

-

Papa sait .raconter les histoirei. Quand il parle, ‘tout le monde écoute, et~
aprés, on dit que ¢ ’était yraiment quelque chose d'extraordinaire.
> . : - S e / . o .
. Obviously the passage can be extended; and additional examples found in texts,
~ magazines, and newspapers. Students can efen be given the task of finding them. *
. . 4. A very simple technique consists of having studehts look words up in both ,
. _ garts of 3 bilinguat dictionary. A word.islooked vp in ordes to find it3 foreig lan-
gosge equivalent. The student notes that these are several possibilities. He picks
 one ar two of the most likely, and then verifies the choice by ldoking up the for-
. .eign language word—a sort of back translation procedure. This technique is especial-
ly useful Yor students who have a tendency to transcribe by direct translation (with
-~———the help‘of a dictk;'nary)nw}m they ﬁ\rsg write out in their native language. Itwon’t
cure them but it will make them mere accurate. ) ‘ f

T4,

" S, Instead of concentrating-en the, students’ e[ror$ invthe target language, con-
centrate on the errors made by native speakers of the foreign language in the stu-+
dents’ language (", a Frenchman speaking English). The stydent is.given the utter- , "
ance and is asked what the speaker might have been trying to say in English and

* _what he would have said' if he had been speaking French, A sentence like “Mgif-

+ fairs aten’t. doing fbo.well,” from the mouth of a Frenchman, probably has little’
.t do with his loves, but refers instead to his busines, What he meant’to say was
‘" “My business bsn’y doing too well,” ‘and the French version would probably be.
. something like “Mes affaires vont mal..’ - e : - .
" 6.” A final 4echnique invofves acting out a realife situation in which the stu-
> dent is called upon to serve as an interpreter. Situations could include meeting a
foreignér in an airport and helping him or her fill out thesproper férms oz find his’
ot her flight, ordering 2 meal in a restaurant where only one studenf kiows the lan- '
guage, and so forth. As an slternate plan, the teachet could sstup a scene betweefPa
» group of “tourists” and a cantankerous waitress or a surly taxi driver. ,Wilga Rivers
also suggests using classrocip-lboratory facilities to'set up a sinfuitaneous interpre-

-

tation situation. ' .




- The extensive uso of vikuals, mime, and foreign langua}® explanation is beneft.
dal in the dcquisition and retention of voabulary They are not, however, without
their drawbacks. The.use of the foreign language toexplain the foreign language al-

© lows the teacher'to avoid the natjve language and gives students practice in listgning
. ~ for meaning. It is not necessarily a means of persuading students to Mk without
: recourse to their first language, and it is not necessarily a meahs of building their vo-
cabulary. As Sweet put it:  There is a limit to the number of'bu'ds that one may
conveniently kill with one stone.”!S . T
. The use of.visual aids is another method for conveying meamng by avoiding tho—
native language. Agaif, there are drawbacks. The initial verbal reaction qf most stu-
dents when first presented with a picture is to identi€y the contents in their native
dmnguage. Eventually, and with repetition, they may come to associate the foreign
language phrase directly with the picture, but the use of a visual in and of itself does ~. ~
. hot prevent thg activation of the native language system. Further, there is no reasoh -+
" 10 assume that the concepi formed from seeing a picture of a cﬁau or even the chair - —
itself has agy inherent advantage ovér that formed by giving a semantic equivalent -
\ in the native lz.nguagc 1 both cases the learner requires addmonal experience’in .
= order to generalize to all chairs and to be able to differentiate between various kmdap
" of chairs. For some, visual presentation, may be helpful, and 1 suspect that it-is
Y more fun for everyong, but vocabulary acquisition’ is complex, and as Andrew
' Wright puts it, “a grasp_of the meaning of an itém in the foreign langiiage is unlike-
“, . ly to occur at any one moment in time, either in con;uncnon with a picture or with
mother tongue equivalents.”¢ . .
- Aswiththe use of native language equxvalents however, the;e are things a teach-
¢t can do to maximize the benefits of visuals, Wright mentions the use of several
“visuals ceptered around one lexical item. Showing different people in different
places amusing themselves in different ways provides a context for the voabulary
item “to have fun” and helps to reduce gisunderstanding by focusing on the idea’
common to-all the pictures. Another to reduce ambiguity is to pretest visuals.
Asking ten or more people what they think a particular visual represents is an ex- '
+ cellent procedure for discovering how successful it @ be in conveying the desired

17 _
melmnsmtheclmroom . , , ’ .

o Amser. - . g

And so, wh‘xt gcntral conclusnons can be drawn? l think thefe are ihree First,
' - there is no-eme way to teach vocabulary, nor is there any way t.hat is totally effec-
.  tive. Sweet simmed it up neatly over three-quarters of a century ago. What, ‘i
= should we do? Which way js best?

I B S
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‘,' ! The answer is obvious: adopt nene j e
*  wariety.has its uses, &ch has its place in the general scheme, and cach inits -
turn may-be the most rational one.'® ' A <

- poorly understoad process, but one thatise in learning and using a second -
as well 3s a first lafiguage. As'a begin'ning, let ™he suggest that there are two funda- ~
tnentally separate ways of processing new lexical ipformation. When the informa-
tion i8 pverwhelming, as is the case in most foreign language programs, the only -
feasible course is rote memorization. This, makes 'vocabulary laming an end in it- )
_self, a process by which the student attempts to bypass natural precesses and tie the”

Y new lexical item to that which is already meaningful. In most cases this is the first .
language equivalent. Although there has been some original work done on the use
of mnemonics in vocabulary learning, few teachers are able to recommend such
blatant use of translation equivalents withoyt lingering feelings of guilt.'” = =

The second process depends upon a restructuring and internalization of the new
lexicon a4 additional exgerience is applied. It is a largely covert and automatic pro-
cess as compared ‘to the conscious effort expended in memorization. Students do
not suddenly decide no.longer to think “city’*‘ whenever the French word ville oc- -
cyrs. Whether they do so or not 1s-probably a function of the moment. Likewise,.
they are seldom able to state perceptually-based semantic and lexical differences
such_as that between “high” and “tay” in English or between grospand grapdin  —— |
French, but they afe, at some pqint, able. to utilize such differences. Somehow the . )
1+ * foreign language Becories a real Janguage to them, and the native language, although
always in the wings in case of need, can retire gracefully. v -
“ This is a natyral process, fostered by direct experience with the foreign lan-
guage, but ‘coexisting quite happily with the memorization and translation work
going on simultaneously. - Given sufficient time and a natural setting, rote learning
. ‘would probably be superfluous, Time, however, is usually short, motivation briefer
‘ dijll, and the setting is gene[allyf'agﬁficial. Thus an artificial method-rote learning—
becomes an efficient means of coping, d
The third and final conclusion follows naturally. If vocabulary leaning in and
of itself is trivial, vocabulary learning in a meaningful context is crucial. Froma
* theoretical point of wjew, linguists are beginning to recognize both the role of
semantics in syntax and the importance of lexicon in sémantics. Within this per-
spective, knowing a word becomes the starting r knowing 3 language, since
knowledge of the wdrd implies awareness of itsmnal limitations, syntactical
behavior, semantic value, phonological characteristics, and detivational possibilities;
as ‘well as its place vis-awis other words and concepts.™ ‘ '
v".Thus, the minimal requirement for knowing the word “chair,” for example, ~
a¢ means knowing when a chair is an‘armchair an’d not a couch, as well as being aware
~ of the chajr’s status as an inanimate object and its functional relationship withthe —-
environment. A speaker may also know that a chair, under certain conditions, is
animate ((“The chair recognizes Mr. Smith’"), contains verbal force .("th’s’ch.airing .«
B - \ ° i

The second' conclusion is less obvious. VW acquisition isa complex and

o - . . ot ' -~
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the session?”), and can ‘even be fatal (“The warden said he’s su getthc@u")

on, in sense, is far from- tnvm[ In fact it forms

mtenns 2 Enguage mt goal for anyone The means toy employed
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Several years ago, Professor José Labrador began to experiment with Spanish-
"~ made documentary films in first4fear classes in,response to problems frequently
encountered: difficulty in learning meanings and pronunciation of new vocabulary
words, lack of opportunity and stimulus to éngage in live ,c,c’mversation, and fre-
¢ quent unwillingness of students to unravel relatively complex sentences. There is
. -nothing new,. of course, in using documentary films in such classes; to our knowl-
edge, however, there have been few attempts to use them directly to"teach lin:"
- guage rather tharf culture ! N _— .
After initial experiments with documentary films, Professor Labrador shifted
- both medium and materials; he began usiny Spanish-made commercial films? in class
via video-cassette or reel-to-reel videotape.> He reasoned that the content of such
films would be intrinsically mdre interesting and involving for the students and that
the videotape would be easier to use than film. It would permit stopping the tape
at any point, with no need for darkening the classroom (so the students could see » =
the blackboard and their ggbooks); it.would feature easy replay qgpabilityy im- -
proved audio quality, more alive intonation and more spontancous dialogues, re-

duced possibility of breakage, and fast winding. .
The effect of this improved format on students’ learning has been dramatic.
" Student interest in classes is markedly higher. Students learn 'vocabulary more
easily because of the correlation of the words heard with the visual image on the
" TV screen and because of the inclusign of more real-life vpcabulary. Learning of -
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. phonetics and pmnunciatisn\ is facilitated by the videotape playback capa;city and

oy

ﬁx@ents’have more oppertunity to interactin Spanish after the film. ¢ -

- This WhOd of teaching Spanish (and, by extension, of teaching any lan-
guage) represents no revoliition.# Its newness lies not in any textbook, or in any
mdical shift in teaching methods, but simply in the introduction into the classroom
of the communications medium which young people who have grown up in the
seventies are s0 accustomed to—the television screen. We live in a world in which
the image i§-more prevalent than any-other form of symbolic language. Its effec-
tivenesp supports McLuhan’s argument that modern, image-oriented culture is, in a
sense, a retumn to- the Medieval period in which the magnificent fagades of the

" * Romanesque and Gothic churches had a significant teaching role.’

One of the main problems of langauge teaching in the Uiited States has always

" been its artificiality. For all our attempts to bring “foreign culturg” into the class-

room, our students will recognize the artificiality of their attempts to conyérse ifi
Spanish in- the- middle of an essentially monolingual country. But the television
screen theyécoept_as relevant. By using as teacking material commercial films of
high quality rather than “arfificial” materials specially prepared and edited, thestu-
dents’ basic language practice is brought into the context of living, moving, “real”
people in a foreign context. C .
" An account of how this approach works should be prefaced with a description
of the necessary equipment. First, the film itself is on videotape, larger in format™
“than the audio-tapes that language teactiers are familiar with, but not significantly -
different. As has happened with sound equipment, videotape technology has also
developed the video tassette, and its uje is significantly. easier. Then ene needs a

. “large-screen vided Monitor, little. different from an ordinagy television set of the. .
*-" sort in most living rooms. The playback device, teo, is like a familiar tape recorder,

though larger gnd a bit more complex. Its controls are similar: stop, play, fast/for-
ward, rewind.' But the videStape player has a feature the"tape-recorder does not:
it can be stopped to.#k a particular image on the screen, a capability which we
make much use of & TFhe cost of such equipment is about $1500, but its poténtial
use in a school goes beyond the classroom use described here.

For the past five years-Professor Labrador and others have used this equipment
in teaching a variety of lévels, from beginiting Spanish to advanced culture classes.”
This article can-describe neither all possible uses, nor all the ‘problems of the meth-
od—and any new approach has its own problems. Let us mention in advance, how-~ |
ever, two proliers having to do with expectations, one on the teacher’s part, and
the other on the studerits’. A teacher should neither overestinate nor underestimate
the quﬁxt{ty of himed material n¢eded for a course. While for a beginning language
class a single 90-minte film may provide a full term’s material, at the advanced

" jevel that same film provides material only for a maximum of 25-30 contact houss.

Thus, a teacher should yse at least two films (preferablyj,of different nature) ger ad-—

“vanced course. The other proble'mi'gs that the students must keep in -mind, at all

‘times, that what they .are seeing is equivaleqt to what they painfully read with

_ much attention in a book. The attractivgness of the film and the direct impulse of
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the action ¢aa create in some students the idea that they are passively-watching a
_ film, when in fact they must pay a great deal of attention to each and every one of

the actions, the dialogues, the setting, the music ‘and the noise, the plot ‘and its im-

* plications and the characters,.

As part of the early*experiments, this approach was usgd in two types of be- -
. ginning Spanish cfasses. One wal restricted to students with no previous Spanish in-"
struction. Thé other couse was designed for students with some background in
. Spanith"who felt that because of their limited exposure or the time interval since
their initial acquaintance with'the language they needed to go back to the begm-

We will look at this latter group first. These students Have: bee ?ex sed toa
~ variety of teadnmg methods and now they are to leash S'pamsh thrOugh videotdpe. !

In class the instructor presses the “play” button and the_ screen shows a few min-
utes of the movie. The, screen presents objects, people, landscapes, all of them,
“live” and showing a sityation impossible to be crqated othermse in the classroom. -
The claw, for example, ing this scene: S

) The patio of an 4 Qient conVent, lined with grey granite columns. Boys,
some ten years old, crossing, in files and pairs from one class to another.
They wear blue swesters with’ long sleeves, white shirts, grey ;horts knee
socks and black shoes. Also on the patio-are nuns _eonversing in groups.
Some, the novitiates wearing white habits, are young and cheerful girls, walk-

. ing- nmlmg across the patio. Others, older ones wearing black, are stouter and
less d\o«ful. .

Y
~

'[_hh scene takes ien sei;;mds.. The instructor, rewinds (three seconds) and shows tHe
‘scene again, stoﬁping when-the children are in the center of the patio. The “stopped
action” image b‘ecomes a topic for cogversational pmcn? The instructor pomts to
the Chﬂ«en ) .
.
. Instructor (I): ;Son los nifios?

Gu: in chorus (C): Sf, son los nifios, ™ . : .

The instryctor vmtes the noun orf'the bdard and explains bri‘cﬂy that it is masculine
plunl He points to the columns: S

i H gE: el niﬂa?
No, no es el nifio.
(Quéson?
Son jgs columnas.

¢Son las columnas?
Si, son las columnas.
- ¢{Son grandes las columnas?

<

*
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o plain ‘es vs. 'sqn;. and the verb “t0 be,” practices conjugatior, and explains nal -

e TN .‘ se . N .
- " -

A, -

. s e . - o .

. ‘Shifting ‘the “stogiped action” .image periodically, the instractor contit ex-
~
.~ Ascan be seen,ten seconds of living image have served to present néw vocabu-
lary, introduce a verb, explain gender and number and yersonal pronquns-—all ata .

rapid pace, directly, and visual-audio-lingually, permitting both individual and cho-

ral practice. ’The next day tl'\w‘instmc_:tothcan'revigw and then shift th@®situation
given by the fifm to the_still more immediate one of the tlassroom to which the -
.. boys were going." {:}uﬁent interest is mainfained by curiosity concerning what will
" happen to.those children and"suns. . ca
o ~ Since the piece of action shown on the screen can be described in diﬁerent
. ways, the students and the instructgy have the opportgnity to make morphological
. and syntactical cﬁépges. The teacher may, ask.for a total description of the action, *
.- encouyaging free formation of phrases and sentences. The rate of forgettin§ the
Words is signfficantly less whien'the image accompanies the'word than when the -
student musyconceptualize both the word and its referent. '

This approach was used in a similar way with the other begidning Spanish course

. *“where the stadent{ had no Spanist{before and thus no experience with other meth- €.

od#: of learning, éudents,»who learned Spanish only through she movie-on-
'~ videqtape method (plus the customary gygmmat book), proved much surer of them-

* selves_ fhan the students inathe other group. y were much more able to re-
spond quickly and accurately, though-they had mutch less practice time behind
them than the other studerits, < " )

‘e

®» .,

Pag IS © The reality of the image provided® by the videotape offers pattern pragtice that **

. . . .t . : v N . . | g4 ;
so>>s s 7 s Thisapproschy is-aleo-highly-eSfective.at the intermediate cosvensation evelsThe . oo o 1

B

4

is not abstract. The students relate the*sentenoss they repeat in.chorus 'to living

% stimuli, and so are learning riot simply verbal -patterns, but responses if uman w. .’

contéxt. Fromvocabulary building by referring to.p of the image on the screen,

.. the instructar can make the learning of verbs come by sfiowing the action it-
_ J%If in grocess as the students repeat the pew ‘verb~wittfjls moving reality before
theqrr., Then the instructor can easily move from the screen image to the other re-
ality of objects in"the rogm,~or to the !'n)t'nis themselves, enhancing the

. “relevance” of thé screen images S “ - ’

LI

proble‘t of- ﬁndmg a good tgodk‘offreacﬁﬁs which intereg{s students and motivates
them to disuly in the target language, subjetts related to their experience is well- -

4

kilown. -Dis;;ixssion of a literary wotk often does not permit the xt:blisﬁmqnt ofa ™

., free-and entértaining dialogue in which all students.can and do p
materials offer them an *“unreal seality,” and they are often lost in the complexity
of literary style. But when the discus‘ijon is centered on a living story preseqted on

- » - the screen, the action provides an immediate stinfiglus to-which the students can’ |
v respond,; “Thus many pf.he pauses and stumblings of norm‘mersational classes
' avoided. It als¢,mitigates that other frequent problém: " the instructor speaking
4 MO tKan the students do. N P . ER AR
* _ Arwi ‘_r‘\tioned' earlier, the filrh iy sh’ovyn to the class {n segments lasting any-’

ipate.” Literary . °

b}

~d
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Where from ten seconds to a Miaut miaytes, or ten. The instructor needs
% . to know exactly whexe to, stop the ractice, review, or to introduce some
« « . . DEW | atical point offered by the action. At the end of the class, or the next ,

; Jday; the instructof should ask-the students‘to describe what they have sl this -
time using verfg in the pst terise. -Once the students are involved in the s ac-
tion, they‘can be asked o guess*what:will happen to the charggters, thus giying

- them the freedom to uséheir imagination and forcing them ' to use the future tense .
i’ of verbs. Review4of segmeénts already seen can be aidel} by showing the images with-

’ of out'sound while the Qtudentsbxplain'the action they are seeing.,, = -~

- The great variety of conversational themes offereq by eac}t of these sequences, ~
by. tfie actions of the characters, or by tHe intefitions of the filnf's director, can cre- - e

- a'ﬁ sqme anxiety and confusio\n.Jor this reason, Professor Labrador has developed

« ",  afive-step system of class pattidipation: o E i N

[T

71, The first sfudgnt dctivity is simply a description, irt as nfuch detail as
. % <+ . possible of thd action of the fili: * : . vt .
‘e R 24.The students then discuss the symbolic dctions, those where there is  ,
a obwvious, intentional megning,',f where the director is ‘tlearly “saying some- ’
L thing.” s - s -
- v 3. Next, the students disgnss the charaéters. One can asketheir'épinion
‘A - . sbout jfift ope character, a description of thercharacter from his introduction <
- :intof § “film‘up ‘to the present viewing moment. pi_sausiifon can then proceed . *
> to othertharacters, otler actions, their psychology, their Meas.” .
X . 4. Then students surpfarize the dilogue, the .words th ear, the
means by which they kgow how the eharacters think, what they want, what
e they have-been doing or plan 0. This stage is particularly useful for prac.
LA ticing the subjunctive and the perlset tenses. '
o ~ 5. Findlly, the #essage, the ‘ideas of the dj#tor, the significance of the
.+ “film is diseussed. It is not necessary to have seen the whole film to-begirr this .
‘evel of di:cusﬁgﬁ. With care one can}i!evelop these.idea;{as the viewing of the ~
progresses.”s , , o oot

-, LRS! ) M

A~
- .

g

-

=

3 . ‘ - e R
e o These five steps can be applied to almost each s or sub-scene which the in- nT
structor, works, with .48y .43¥...They. can. easi T
. techniques of any individual instructort | e . 7 . -~
" As the class continues, the film itself is no longer so necessary as a convers'at?gh‘-
I | suppbrt. Stimu[ited by a compléx and.f;scina}ing story,”the students begin to
interact mdrqmvﬁth one another and the class truly bécomes a coﬁvgrsaﬁqn. But the
. image isalways present as a referent; the videotape is always available to clarify'an ]
E idea, defend a point of viewy or provide a new focus as needed. By theend of the:.
B " course; the class i a conversationalsgroup, interreacting, thinking in- Spanish, .
¢ “living” Spanish in reaction to the pseudo-life on the screen. o L
% - The use of videotaped films is not, of course, restricted to the development-of
‘basic languagggekills. A gSod film is a document of cuiture and a work of art. Stu-
dents can learn much more from it than simply how to speak Spanish. We applied ~§—y
, P r, N S * . ' .
. / ! . . - -7 ©
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7« - this thethod to-an advanced class in Spanish Modern Civi{izqtiom At this level it is
_* ;. oolongera n_utier_ of seeing the film in short segments, but of seeing the whole film
seversl times, retuming now and again to the key moments where the director sur-
. confronts; explains, or hides from the sp¥ctator the sense of the film. At this
. . Jevel one discusses téchnique and style, the film’s gelation to Spanish history, its so-
&l content and ideological tegdencies, people and landscapes, the gestures and ex-
pressions in which one reads t psychology of the characters.  The natdral or uni- .
" versal meaning of the Yilm becomes a focus by which the students, from their dis--
. tinct perspectives; igte’grate their reading and experiences from other classes. -~
This ch has alre3dy had significant effeéts'on the’wholé practice of lan-
guage teaching in-eur department. It has been adopted by colleagues in French and ~
German as well as Spahish. It has stimulated the purchase and regular use in our be-
 ginning language programs of the series Guten Tag!, Togte-la Bande, and Zarabanda.
We have also create a “teaching” videotape demonstrating this approach, show-
> +_ing segments of iis actual use by Professor Lgprador in classes at various levels. This
- videotape has been shown at a nuMber of local and regional conferences and has " —
been borrowed by a number of universities®, - .- -
- A final note: The “teaching” videbtape itself has proven unexpéctedly useful -
" in beginning Spanish-classes.” Shown to students early in their first quarter, it pro- . - v
vides a'curious motivator. Watching the conversation class, they usually react: ‘You'
mean we can talk like that afteg four quarters?” * ‘

- - .

.
N Y

_ ’ * 77 «Notes

* ’

- N . [ p . . < ..
‘l‘., Jiirgen Jahn reports the use of “‘pedagogical ngws reels” in this way: “News-
reelin FL ln_struction,” Unterrichtspraxis 7, i (Spring 1974): 93-95. - .
4. The only fise of commercial films, though not on videotape, that we are.aware &
of is reported by Gidela Huberman and Vadim Medish, “Spanish. Multi-Channe]
<. * Instrultion if Operation: A Progress Report,” Foreign Language Annals 8 =
. (Mar 197%: 52. The authors hdve introduced the use of the films for their =
| content and motivational force, rather than-ad direct material for lan- ’
teaching?- See their egrlier reports: “A Multi-Channel Approach to Lan-

. :Iuﬂug %',’,Egg Language 7 (December 1974); 674-80, and
- %A Multi-Me ungug .Sﬁ%‘?{ ’American University,* 4 DFL Baligtin ‘.6
. (Xovember 1974): 32-34. . ’ ;
.~ Othe¥ forejgn language educafors are clearly thinking and, perbaps,-acting along
. the same lines. See William Odom’s report of a survey on “The Use of Video-
tapeé in Foreign Language Instruction,” NALLD Journal 10 (Spring-$ er
1976): 73-81.. Live-action videotaping-has fong béen used asa device in FL |
., 'tegcher training: see Arno G. Preller,**Video-Tape and Other Media in FL+
“tcher Training, VALLD Joyrnal 5 (Decerfiber 1970): 40-43; Helen Jorsi@l,
“The, Qassroom as jt is—Videotapes for the FL Methods Cla'ss,” NA LL?Jo -
nal 6 (December 19): 17-21;and &,G. Bailey, “An’ Andlysis of the Ut
of Videotape Records in the Trai f College-Level Forgign Langugge Teach-

-

»

-en,"ADFLﬁulleﬁn 5 (March 1974): 42-43. ‘Live-action yideotabing has also
been used in basic language clém:L See Shirley J ane.Kaub,_, ‘a‘Videotap:mg in the

.. Foreign, Language €lasroom,” LD Journal 5 (Dec. 19

mann Y. Teichert, $Comamercials on Videotape,” (.{mem‘cm:praxis 7,i (S .

, 1914} 92; Hermayn F: Weiss and-Jacques Ravaux, “The Videotape Recotder \ .
[ . L . - .

) . . * '

) 38-39; Her-
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in thé FL Classroom,” Unterrichtapraxis 8 (Fall 1975): 100-102;and George,
. Sentoni, “Using Videotape in the Advariced Conversation Class.” Rgreign .
o e Annals 8 (October.1975): 233-38. ° v,
4. See notes 1 and 2 above. However, plex McAndrew’s remark, after a tourof .
Emp%léanw Ceriters, thgt“M Europe, 1974 was the,year of the VIDEO-
. CASSE .. ., hints at some conception of revolution on his part: ‘‘Seeing
oﬁ? betterthan hearing & hupdred times,” NALLD Journal 10 (Fall 1975):
11-18. . T . .
S. See chapter 2, “Mgdia hot lnd«gold',”"in Marshall McLuhan, Understanding ~
: Medig: Th Extensions of Man (New Yorlx New American Library, 1964), pp.

6. At the Cleveland ‘State Univegsity we use Sony A V<8600 reel-to-reel videore-
corders, and RCA model 17970 W television receiver nitprs. Oug video-
casbette /players do not have the “freeze image™ capability,'and we are

) ove this situation. LA .
7. Weare aware of only two othet at¥empts to rhake systematic use of videJtape
in FL instruction: the program at Americdn Univegsity in Beirut (see riote 2 °
', e), and the Minnesota German program:..see Audrone B, Willeke, Gerhard
* Clausing, Martha Fromanek, and Cecil Wood, “Small-Group Activities and the *
ms,” NALLD Journal ,

-

8 (Winter 1974): 5-18; and Martha Formane®, ‘
‘Wood, “The Contribution of Television in Media-Aided Langnage Programs,”-
" ibid., pp. 19-32. L . -
8. Anyone interested in borrowing this videotape (cost: postage) mai' roquest &
copy by writing to Professor José Labrador, Department of Modern Langusges

4
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Qeveland State-Univetsity, Cleveland, Ohio 44115. -
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Anthony Jung .. S ¢
The University of Nebfaska at Omaha R
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The -modest growth of interdisciplinary programs, especially international studies,

_ .as reported in recent publications! cin be attributed’to several factors. If the-mul-

_ tifaceted interdépendence of nations in our space-age is accepted.as a reality which

. must be dealt with constructively and creatively, then ap interdjsciplinary effort
a logical consequence.?, In addition to this, scholars

« R

"~ in dealing with th3t realify is
and teachers have recogn@zed’ for.
plines often’ merge with those of

soine time now that tHe frontiers of their disci-
umefous’ others, and that interdisciplinary en-
;antageous cross-pollenation of ideas, concepts

“ . counters do result i a mutually

- ‘and” methodologies. While these encounters may have been sought out by few jndi-
", Yidugls in the pESt the cuuteny Sressures for the broadening and diversification of " .
- currjcuia to 5360562{2&’3?6&% § hte TRty pEafegonal Fdded Arex->
{0 ra atrgency tggguch endeavors.? The following report is bc%t%% this
+ +  fymeofyeference. . oS B
The setting for the intefnational studies program in question is the University of v
Nebraska at Omaha {UNO), an urban unjversity with mapproximite, enroliment of
43,500 students, most Gf.whom are .working their way thfough school. Having-.,
_ been incorporated into the state uhivgrsity system ini 1968, this former municipal -
* ' institution has grown quite rgpidly sirice then, The umversigy' has two well-estab-'
. lished programs which relate to international studies. - The ofder' of the two is,
UNO’s overseas program which provides ‘extension coursed fon members of the
*d.per:isténoe ‘of a yougg geographer, and

\

1

-

?

L atrjled forces. .Through the initiativ
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with the support of AID iunds a Ceter for Afghamstan Studies was
- Sounded in 1972, ‘It provides opportunities ‘for faculty exchanges with Kabul Uni-
~ + wersity gnd various, trammg programs for Afghan nationals'at UNO. Negotiations
are currently under way to establish a similar Center for.Sudanese Studies. Bothof
- these programs are under the adrmglstranon of the Dean of International Affajrs,_
) The Deparymenwof Foreign Languages epjoys a- hard-earned measure - of stabil
"+« ity. Enrollments have.remained steady; indeed, the same level of enroliment was -~ _
: redched in Fall 1976 as existed before the years of sfudent protests against fofeign -
"language requirements. Although some baccalaureate and graduate degree require-
‘ments were modified, a College of Arts and Sciences graduation' requirement has .
continped to exist. A consultant of the National Endowment for the ‘Humanjties,
who had examined all aspects of our department in Fall 1975 and had given it high
marks in.achlevement, nonetheless advisgd the exploratron of diversification in our
departmental "curriculum. The departnent’s participgtion in t.hc International
‘Smdiu Program represents the rmpletﬁntatron of one ef the several possible inno-

¢

EY -~

Jations suggested by the consultant
In Fall 1975 a new baccalaureate degrée in Intemational Studies as 4 major and
minor ﬁeid of concentratron was formally approveﬁn represented the culmina-
tion of extensive preparatlons by numerous faculty members arll some adfhinistra- . -
tors who shared both personal and professional ingerests in international studies.
Courses offered by such drsclphn(g as 51thropology black studies,®econornics, hl!n -
tory, foréign languaguz geography, geology, ppljthal scignee, a;a; sociology had
T ready focused attention ppon the international scene and tould/gow rélate to®ich
other under the provisions of a new curricular superstructure. Forefgn travel, "work
@ experience or study abread now find new and wider academic areas of application,
., -~ while special programs, conferences or “other dctivities whrch geal wrtw forérgn
setting also receive new relevance and impetus. . "
« « . The program is administered by the Dezh of International Affairs, He also pre-
- sides over the Program Committee on International Studies, a group wﬁrch repre-
. - sents the various participating departments. Phe Committee’s functron is to aid the
. Dean jn the plasning, monitoring, and,administration of the program The program *
e itself is designed, § the, m&mmmwm::sq’w 8 > orm
understanding of the hum ndition in its internatiofk and global cortext™ by
permitting students to concentrate their studies on one major cultural, economic, or
geographic region of ‘the world, 'or"expand their studies to a broader, global scope.
Besldes benefiting from the gbvious humanistic yalue of such a ¢ourse of study, it is
possible. to design a program w}uch'meets the particular needs and'interests of
. those who are planning to enter careers in schoo‘ls govemment rpulti-national trade
'and business concerns! or international hymanitarian service organizations. The re-
qurremenu for a major-or minor in Internationa Studreslicve to meet or exceed the
reqmremenu for an mterdrscrplmary major in the College of Arts and Scrences ,
and B for hist of required coursss.), . .
requirements of this program 2ge a foreign language proficien-
‘course in geography, and two i terdfscipliﬁary interational

-
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~* -gtudies:courses. The foreign language proficiency of stindgts must be at Jeast the
' oquivalént of a batic two-year sequehce irf one lariguage if the general international
studies opting is exeicised. This.requirement is expanded to the equivalent of a
three-year foreign language training period, or the equivalent of a two year study of
two [anguages, if an ares specializationgiich as European or Latin American Studies ‘
is chosen. Tpe‘:introductory geography course acquaints students with basic geo-
graphic concepts whicki apply to-major cultural areas of the world.
, twa interdisciplinary international studies courses deserve particular notice
since they are’ the very ceiter of the bastc réquirements. These courses are tsught .
by faculty” téams which attend and participate in all class Sessions during the semes- -
ter, even though cach one of the fourteen members is respansible for conducting
* onjgy a limjted number of class hours. “This rather expénsive participation was made
with~funds from twp Auccessive USOE grarits and has benefited students
ike. injfig a number of factors which influence the fermation
iciparits not only learntd factual details which a

. 1 flisci explored mutual ‘congerns and rﬁfg:m
among disciplipes in the social scigices and the humanities. Thus, all became aware
" of fiew perspe i meth ies—those of, the’ foreign langhiage specialist in- -
~ - cluded—which could be Yocused dq a i L o
" .+ During the first semester céurse of the program, International Studies 213, 2
hodule on language’and commimication, is schedulad. Among the topics dmsed‘
za Pember of the Foreign Department gere the nature and
e; subtopics ranged from tH¥morphology of fanguages to spme
ics semantics, as well as the intimate nlitic}rxghbeﬁmeen languageand
qultural phekoména of all kinds. This year, the Nebraska State Foreigh Language
Consultant and one of his ‘colleagugs, a sqcial studies consaltant, presented this
/modyle, blending their areas of expertise and thus expanging further t ipili-
ties of sharing: ogical and inferdisciplinary insights. B S
. During nd-serester course, International Studies' 214, case studies o
. . three Thirg World countries were prepared. The countries in question were
* * Afghanistan, Malawi, and Bolivia. In each-one of those case studies the importance
%4>S he teTrelationship ‘etween targuage-mme-cuttuse - languago-end-ethnisity, 304 - s> >
** their attendant social and politicgl implications were shown o bepimportz_mt‘ com-
onents of the program. While sormé of the professors wese able to relate their per-
? [sonal foreigrn }raVel and research experiences to these topics, an especially valuable
[ contribution was madé¢ by two members of Kabul_University, Afghanistan, who
—served as resource person’s since.théir arriva) at UNO. \i’ :
~# &" A further dimension jo these two basic courses provided a number of guest lec-
/ turers who demanstrate® the infterrelationghip of American interests with those of
s -:fforei;g cultures ghd nation states. Among these visitors were a-former Peace Corps
, «' mem

1, ayoung Buddhist monk, and a Nebraska Stfte Senator.
For some members of the faculty-the two courses constituted a first encounter

", 'with a team-taught or intejdisciplinary ‘undem.?(:g. The sharing @ideas, thé will-
C

peration have been truly remark- -
. .

ingness to experiment, and the great degree of

’ , .
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able. Among -the pamc"ipants have been two:“master tcaollers .individuals who

* hdve been awarded this distinction following an annual, umvemtywrdnelcmon—

- process. Other team members have been distinguished with M university merit
awards in the areas of publication and umversity or commymty service.. One indi-
vidual, a member of the Political Science Department, hasnot only achieved several
of these distinctions in the past, but has also continued to be one-of the \nost active,

« ~ productive, and creative members of the fac@lty to date. With this constellation of
personalities, abﬂmes and opponunmes the classes have been a-highly educational
- experience.

Both courses have been offered on-Monday nights from 7:05 p.m. to 9:45 p m, "

3 tlme not orfly advantageous to regularly enrolled siudents, but also to members of ~

the Omaha area commupities who might be interested in the topics of these courses, -~

Students responded very_ positively. The enrollment o#32 students in Fall 1975

rose to 52 students in Spring 1976, and this Fall semester S1-students chose to

enter the course. In surveys conducied at the end of the first two semesters these

~ courses were rated as “outstanding” and “above average” by a large majority of
students. While some students considered them as “‘average” courses, gﬂy three

qudenls rated them as “below average,. and none ‘of the students desiPhated The
courses as “‘poor.” . -

. The major task of publicizing these courses and the new International Studies
Program was' left to  the University Public Relafions Office which deployed informa-
* tion to all news media; and to colleagues éngaged in student advising and registya-
tion procedures Inteémational Faculty members have also publicized the program v
‘during speaking engagements at schools at meetings of community service ofgani-
zations, and at'loca), regional, and national professional conferences. Students who
. have been yguned for orienting new freshmen on campus have also been informed
. of the new option and its value in humamsucally oriented studies or in profess:onal
training. Poster displays in university buildings and the newly printed brochure on
International Studies have férthcred the students’ alvareness of the program’s goals
and offerings? = ‘*, . o
A number of s and activities whi had been available to stu-
menmranmme"nowmm EOTRHON TR,
They not “ogly help:to a continued intefst in foreign countries or'rein-
force the knowledge giamecl fally in the classroom, but they also bring together
diverse groups with common inirests. A “winterim’ abroad study program, of-
bfeped during'the Winter vacation period, permits studentsito earn uguversity credits
,in departmcnts such as Foreign Langwages, Economi -@d Politigal Scienoe. Our
,  Chancellor has led several study tourssto the Seyiey| mbn,.,pnd the Dean of Inter- .
« nations Affairs has led a “Caravan to Afghanistan.” *Both of joprneys are also
avmlal& to members of the faculty and the Omaha drea community A special for- .
eign t;avel opportuputy has been made possible through the coopRtation of the
UNO Student Senate and the Alumni Association. Through théir
. port a “studentsanjbassados” has had the opportumty lo travel Jp l'taly, Ghana,
and Germany durin} the last three Summers. Tliese trips are then followed by *

- , IS .
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. sumerous speaking engagéménts on campus and-in the community.

| .'* This year members of the faculty organized a European Studies Conferefice. It
provided a forum for scholars, government officials, and busiriess men to exchange

. ideas on commonly shared topics such as the status of Women in Europe today, _——
trade relationships betwetn Europe and thé United States, future methods in
European Studies, and the World Wars in Etropean literature. About forty papers
were read at this three-day conference which has been acclaimed a success by all
participanty responding to the follow-t'xp evalugtion. A Model United Nations was ~ —

* convened on campus in December 197¢s "Approximately 120 high school students  °

’ from 11 schools represented 42 nations. Some weeks before the event the'US.

Agsistant Secretary of State for International Organizations addressed these students ,

who were tecruited from foreign language and social studies classes. In preparation

for the event a special-course on the United Nations and other internationa} organ-

izations was offered on Saturday mornings. .. ’ -
A very important component.in the success of International Studies has been = -

the encouragement and support by members of the administration, especially the

offices of the Chancellor, the Dean of the College of Arts apd Sciences, and the

Dean of Intemnationsl Affairs. ' ‘{, " iy
It sum, the very existence of this program has demonstrated that members of

the Foreign Language Depariment are not alone ini cultivating a cosmopoljfan ouf-,

look on & campus located on the. prairie of America’s Midlands. It has also been

clearly demonstrated that much can be gained by an involvement in curricular plan-

ning, by the maintainance of interdepartmental cooperation, and by the creative

intérrelationship of the faculty an& administration. Finally, friendly university,

community, and secondary school interrelationships have extended the circle ok

thase- whose interests are served by a program dedicated to a better understanding '

of pur planet’s many cultures and interdependent nation states.

3t

Notes - ! R o
v .- [N S - N ~% -

] - o
» 1. wad P. Iaquinta, “Observatidns on the State of International Education,’ . \
-, ADFL Bulletin, 7, No. 2 (1975): 20-22. This article provides a considerable
v « amount of statistical data and ‘cites valuable reference works. It is very dis-
' tressing to note that while-student interest on both undergraduate and graduate
levels has increased, as enroliment and degree statistics am%i‘y show, area studies, s
% foreign exchange programs, and study-abroad programs have declined due to
" various financial stricturés. Also note ADFL staff survey results in: *Cwrricu- .
lar Innovations,” ADFL Bylletin, 3, No. 1 (1971): 50-52. T
. 2. Among the most prestigi publications on this topic is: Stephen K. Bailey,
. " * . et.al, Education for Global Interdependence. A Report with Recommenda-
tions to the Government|Academic Interface Committee (Washington,.D.C.:
+ The International Education Project, American Council on Education, 1975). -t
Rose L. Hayden, “In the National Interest: International Education and Lan-
_ guage Policy,” ADFL Bulletin, 7, No. 3 (1975): 11-18, provides background
information on the above mentioned publication and its task forces and also re- _
i Jates how FL departments may apply its recottimendations. Stephen Blank,
Western European Studies in the United States (Pittsbr.r;h.’ Council for -

ERIC L C
ullText Provided by ERIC .g ‘ . .- - ‘
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% European Studies, 1975), wrote a detailed study supported by extensive dafa

3 and statistics on just one pomsible area study. Cf. also: .Cecil C. Orchard, “Re- -+

o cent Trends in Cultural Studies: The New American Approach,” Cultures, 11 Y
(1975): 143-55, and Richard Dambert, Language and Area Studies Review, * >4~/

;o Mono;nph 17 of the American Acldemy of Political Science, Philadelphia,

3. km Alafis, et al, “A Natianal Foreign u.n¢u.|?)e Program for the 70’s,”
+ ADFL-Bulletin, 6, No. (1974): 7-17; William D. Séhaefer, “On the Futuse of
Graduate Education,” The Ph.D. in Enghsh and Foreign Languag A Confer-
»ence Report. Special ADE and ADFL Bulletin (June 1973): 51-53 This-is
. , not a new development, as a retrospective glance over the history of American
- education will show. See for example: Jolin Dgwey’s works such as School &
\ ¢ Society (Chicago: The University of Chicago Pres§f'1932) and Democracy and
. Education (New York: The Macmillan Company, 1920%, J. P. Thorp, “Can
T . Fareign Langusge Integtate?” Monatshefte furdeut:chen Unterricht (1936):
- 124-27; or Walter V. Kaulfers and Holland D. Roberts, -4 Cultural Basis for the .
Language Arts (Stanford Umvemty Press, 1937) )
.-
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ezgnhnguage training, . b ‘
German lll-HZ . . 8
_ o - German211-212 ‘ ‘ g "
. " -~ . . 16
General International Studies Major *

-Geogxaphy 393, Political Geography 3
Religion 30§ Religions of the World~East 3 L
_Religion 3 Religions of the Wotld—\«\“cst . 3
"Economics 335 Economxc Systems - 3 . ¢
T EconGiiics 365 International E e 23 o ”"'—:’”*
Economics 466 International Eco mic Development 3. !
- Market;ng 466 _International Marketing 3 -
International Studies Core ) ‘ . o
L]
International Studies 213 h o3 - ‘
International Studies 21»4/ , 3.
_ Geography 100° 3 ,
. a5 :
- —— ' . . .
. Electives - . 190 19
] ) ’ 1%5,

= .
N_ = ——
¢ LY d ~ .

T 2 - °
' . " Appendix A _
Pos'slble program for a student with a major in lnternatxonal Studies, General
International Studies. -4 - ,
Basic requirements:
Eﬂt‘lﬂ} ’ ‘."._ . 3 . 6 -
Humanities 12 - ]
Natural Sciences . . 12 -
Social Sciences - L 12
Oral Conimunication 3 .
. & . '.‘ ‘ —
~ 45

lntematwnal Studies major foreign hnguage*requuement for General Iter- -
national Studies: proficiency equivalent to two years of Umverszty level for-

Political Science 221 International Relations 3
Political Science 322 International Qgganization 3
Political Science 326 US Foreign Policy ~. ~ 3 .
Politicdl Science 4‘20 International Politics of Asia 3 -

Geography 313 Economic Geography ‘ 3




International Studies major foreign language reciuuement for an area special-
ization: profitiency equivalent to three years of University level foreign lan-
guage training or two years each of two languages. ’

-

K ; - French 303 Conversation and Pronunciation a
French 304 Advanced Conversation and Pronunciation

L] B

. -

European ‘Area Major .

French 337
. History 151
: History 152
History 452

- a,

Western Civilization: 1453-1789

Westérn Civilization: 1789-Present

Intellectual History of Modern Europe from

the Early 19tif Century to the Present
History 477 'Europe in Crisis: 1890-1932 .

N ' History 478 Europe ip Crisis: 1933~Present g
Geography 323 Europe’s Land and Peoples-

¢ Pohtical Science 250 Governments of Western Europe

French thzatlon . .

. L 3
PY ‘ sy ' - .
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o Appendix B’
. s t i ‘ . . -
N . N ‘ - . <
. . Possible program for a student with a major in International ’Studies witha' -
= : European area specialization—BA Degree. -, _ - -
“ Basic requirements: A ) .
3 N ‘e .
¢ English . 6.
Humanities . - " s ~' 12 R
Natural Sciences 12
Social Sciences 12 .
Oral Communication . . 3 'Y
N o 4 e

-

‘e

t’S*czcnwﬁﬁ Govermment-and Polittes vf-Great ~~>>
Britain

hy 351 Existentialism and Phenomenolpgy

? Literature of Western Civilleation: The
\, Modern-World:

=

‘fntcrmﬁnal Studies

International Studies 2
* Internationaf Studies 214
Geograp'hy 100 .

P
'

Electives
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lncorporating psychologlcal theory, leammg theory, and mmghts of sociology into _ .
foreign language instruction, while at the same Yime attempting to teach the four

basic language skills ad signifieant cultural contiasts, develop students’ communi-
citive competence, and provide for individual leaming styles,.attitudes, aptitudes,

and interests in a humanistic classroom presents a super-human task for the foreign

{fifguage teacher. The task is made all the more difficult by such rgstrictions as.48-

. minute’ classes and the traditional Carnegie unit, ot 40 mention thye coq‘ntless in- -

terruptions occasioned by assemblies"ﬁre drills, field tnpa, 'd‘ﬂi?:heduled vacations

for students, and PA announcemients. " .

=

e ”"’mﬁ;‘ﬁﬂmhiﬁﬁe’?ﬁcbers ‘fristraféd by a seemmzly impossible task; pie-

fer, to ignore th&aretlcal%esearch and keep on, teaching fareign language s it was
taught“to them. But thestudent today is not the sime as the student of yesterday.

Most of our current Tangitage teachefs come from an ega when only “the cream of

the crop” was permitted to take a foreign language. Today, with'laslaage require- «\,‘:.
.. thents reduced or abolished, we find many high school ind College foreign lapguap E
programs willing, to atcept all students, regardless of ll'ﬂr academ*ab;hhes m

.. grder to maintain sufficient enrollment. .

T At Sylma (Ohio) High School, we have been relatively “successful a;bothmt-
tracting swdents and maintaining an mterest in learning Spanish by-means ofanine =
dmdualiz#d foreign language program ~Four years ago we had fifteen M
studying* Spamsh m levels IV and Y, 'l;eday we have 75 and the lower leyeh have ! /

~
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increased propomonal]y Our total enrollment in Spamsh is around 500 or about
16% of 4he schoof population. 3
+ The small town of Sylvania is located withiri the §u'bu.bs of To]edo There are
many transfer students “from all over the United States. A few of the students have

\lived in Spanish-speaking coutitries. One he two junior hxgh schools feeding into
the high school offers 33 mate con 1s than the other school. These factors
_ add to the usual variations one- among students assigned to t—ferqgn language
cllu Individualizing instruction  seemed to be the only, organization feasible’ for
meetmg the needs of students from a variety of backgrounds. ‘

" Individualization does not begin until Level HI. The reasons for this delay lie in
the fact that the vast majority of studeats bring little preueus knowledge or exper-
jence to the foreign language classroom. Studenits need to develop good pronuncia-

Rl tion habits; to be.exposed to varied study techniques, and to be given help in con-

e trastive analysis of. grammatical features. For example, the verb systeh in Spanish

is entirely different.from what students are familiar with. The idea that all objects __ -
" gre maseulme or feminine seems a strange concept td a beginning Spanish student
-*whose native linguage is English. During the beginning levels students are also pre-
. pared for tﬂdmduallzed instruction. Allstudenits are permitted and encouraﬁ o .
. re-take any test on which fhey have scored less than 80%.. Students are tay
both whole-class and small- -group sitwations, and- mdmduals are occasionally as-
ssigned another student to serve as theis tutor. %
At Level HII stpdents are permitted tp- pmeeed at- their o te through pre-
pared materials developed around the text. Each chapter has four written evalua- *
tiom.(a vocabulary quiz, two grammar guiz 265, and a composition) and three oral
evaluations (questions concerning the ing selection, mampulatlon of the’ oral
structure drills, and.questions and' adaptation of the conversation). Although the
~ evaluation techniques closely resemble those used in a.tzaditional classroom, the stu-
* .~ dgnt must pass all written tests with 80% or higher, aw,.;lemonstrate not-only the
- abxhty to answer the questions following the readmg, but that he can-use the vo--
eabulary 2nd grammar strubtures i in ordinary conversation.. Since testmg isdone in

. * small groups of fio more than seven students each student is requued to" speak more
o oo i than herwoaht utider classroorh conditions. . sanennes

Evén under these somewhat rigid conditions,described above, it is possnble to Q
incorporate a great many thgeretical concepts within the organizationgl fraework.
nimgra d leammg taught us ‘that breaking a learning task into¥tall concepts |
g it possnble for ‘students to learn even the most difficult maserial. Thus, the,
(loamlng activity packets), single concept mastery units, or whatever.
'one ch to call the small units frequently used for individualized programs, do i
just that-Zhey give thé student small learning tasks that can'be mastered witlr a high -
degree of accuracy Unlike programmed learning, however the student has a num-
ber of resources available in order to accomplish this task. He has the written in-
structions for the unit; he has the teacher or an assistant to answer questions; he has—
the opportunity to question ‘or practice with other classmates; and, of course, he
‘can always get an answer from thé text Book or tapescwhlch present the basic in-
= )
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( \ ' structxon;l mater;als Wh a-variety c?&esourdes available, theﬂndent -can accom-
mddate his learnihg: style He is free to choose themede of instfaction Most suit-
\g;to him. Some students learn byt in group mstrue jon, some‘in tutorial set-
- '_ ” and some need to sit down ings quiet corner to fi > things dut fof them-
. “ eelies In cise of difficultiey, the teacher.is present to’ suggegt angther approach.. '
' «+ Under these circumstances £ students fail to survive. .
rom exﬁenmept‘s in programmed learmng, we, have also JeSrned-ydit time isa
t variable in leaining and that there is a allde Jvariation in the amount of
it takes different students to achieve the same degree of magtery of a partlcﬁla:
task.? This time variaBle is partxcthaﬂy’d!fﬁcult to make ad]ustments for'within the .
et_mﬁnes’ of a traditiona] classroom period or 180—day school year. In ‘the indivi-

‘ dualized classroom, time is'not only more ﬂexxble itis also utthzed with grgater,ef-
ficiency.’ Whatever time a student spends on language ‘study is spent p@lsel.y on
the concept he needs to‘leam, Fm,emple if the studgnt’s previous teacher really
. drilled.the preterité but never reached the subjunctive- in the back of the bo&. he

- -,‘-"-." need only revigw the‘dteml,prevxouslyﬁnastered an‘ can flevote his class time and
* home study Yo indterial he negds to leam
Pimisleur, Sundiafid, andMtintyre, in the1r study:’of foreign language under-
achieders, found that one of.the major cﬂsesfo op-outs was“the lack of a well-
'+ planned, coordinated prégramgespecially betweerMunior and senior high school.*
YA elf -paced 3 roach to language lea;ﬁmg cap compensate fbr this uneveness of
preparation. cause ﬂmtudq s"study time is mote flexi , #ie can spend his
. time to his best advantage Teacher-timé, is also devoted &ntirel to thie peeds of the
students, After initially writing and planning an indjvidualized: program, the less
plame arf dope. Students can do; \many teacher tasks for themselves; suth as locating
resourc udy’ gmdes and tape exerclses The teacher is free for tutorial or small"
gro’ ction, oral evaluations, and can *answer quegtions, that often mie the .
dxfference between student success or failure. ; . ° ® T
Numierous studies have shcl'n ‘that there is a close - m;errelatxonshlp between

under-tmuevemey, and inéreased gpgative attitudes.® It seeqs reaspna

~

that the reverse c beasswmed, that success and positive gttitudes are related
' Since.students in dividualized program'are required to pass eyaluations witha
high ,&gree of acouracy, their mastery ofindividual condepts is higher, thus building
a-ﬁrm fo fon forleammg future cencepts. Th:sgads not only to success on
! current tes ut on future evaluations asgw’ell Some studpnts who would ot be "
dble to, succeed in tradtional, sf-contained cldssdifage able to l€arn with a high de-
gree ofgsuccess when the learning steps ate made sufﬁclently small to be attama‘ble
uccess has-a. signifidant impact on the stydent’s 5 a‘ and hlsse[wf-eso ‘
feels importarit. Hﬁeams t0] trust himself ag a learrg‘r Smdents receiv- |
ive strokes in a subject develop posmve- feehngs about the spb]edt Thus,.
their own motivation 1s mcreased .
Ca.rrolt's study of foreign 1anguage majoss neas graduation, questloned how wzll
th! colleges and umversmes are achievig their goal pf teaching copipetence in the
four slull&’ ¥ was foumi that’ the pe%gan Pzduaty with a forengn language major
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can speak and comprehend’ the language at about a-Foreign Service‘lnstitute(Fi
speaking ratig of “+2”; that is, somewhere between a “limite
ficiency™ and a “minimum professional proﬁcrency ”* . These. redults“are not very
satisfactory, but they serve to illustrate the great length of time required tq develop
mastery in the foreign language skills. Feelings of succgss enbagragé students to, -
" continue thefr language study. In fact, successful and satisfied students are our best"
means of attracting other students into our classes (an important consideration,
I pRticularly now thg.l are seldom reqmred and are competing with all
)ther electrves) .- ~
At Sylvama, Icv;ld‘v studdts are maxvrduahzed %y intérest as well as ability.

¢« Swadents have an eﬁaborate array of materigls to choose from. All the commonly ®

Y

1'*’ v
il

®used text bgoks are available to them as extra resource matenal They are also help-
) ful with transfer students to aid them in making the ad)ustment to our system. We
use comic books, man§® magazinés from §panish-speaking countries, a number of 7
*different types of dictionanes (English-Spanish, Spanish- -English, pictorial), verb
glossaries, qorrespondence manuals, and poks on sociology, ge8kraphy, ang history
Spain and Latir Amrica. We have texts of practical Spanish for policemen, .so-,

cial agencjes, hospitals, etc. We have joke books, cook books, books-on how. to ski,
books on how to bull ﬂ!n’ and even one on palmrstry 'l'he students alSo have ac-*
cess td a mymber of literary texts often used by uni®rsities, classics of eSpamsh lit-
mture from Spanish publishers—these-without student aids. Our personal theory -

.

.ﬂ

.
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i that as IOn!as students read, they will be using the language in% natural situation ..

'\;armng vdcabulary, observmg structure and en3oymg every minute of their study -
tlme “w "
‘In ordqr not to neg]ect practlce in )rstemng comprehens10n we have a well'de.
- velopﬁ tape collection. In addition to the tapes that accompa Z;the text bookss

there are thpes of clasg;cal folk and popular music. The stadents favoritesare the -.

records of ‘Spanish groups singing songs YKat are also popular in the Upited States. <
For the 1ast two years we have e®en had our own rock group.: This group is ennrely .
student-difected--on their- own time. We also have_recordings df poetry, short' i
stories, and-a speéch by Castro..
Tt We vrdbo-tape a local news program in Spamsh qudents wnte and produce.
< little dramas—often somewhat slap-stiok. These ‘too, are video- tiaped and shared
with oxhgr students. Once a year the students' :publish a small magazine. They ere-

-

1]

ate all of the matenals, edit them, and prepare them for the pnnter Thi{  repre--

sents their; best writteprwork of tHe year, S;,udents write at least ‘one paper a week

. It maybe ‘a summary, a literary com'mentary, an orrgma} short'story; an ESsay, ora .
' peem, dependmg on the'individual’s interest and proﬁcrencyx e *
P i Each week students in smadl gTdups pretare a voqabular’y hstona toﬁrc of their‘«

choice*ind' 1§ minutes of livel}, cohversation on that topic. The result is that t}ie.. '

students eﬁ)oy usmg fareign language to learn more foreigrr language .

Sthdentﬁ at all levels are encouragﬁ to‘procecd through the basic materials as
raprdly as possrble Thrsyear one Pevel I stugent has ﬁms € els and II durmg :
the first semester and ‘will probabiy complejg Level 111 du‘rmg e second semester K

D 54’*’
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LA number of Level 111 students move on te Lével {V before thé year is over. These
students receive a certificate, and a letfer praising their accomplishment is sent to
their parents., Unfortunately high school unit credit cannot be given because our

! systertt, uses the Carnegle unit. However, smdépts are gonsoled with the idea that

* they may*be able to place at a higher level if théy choose to continue their language

. study in college, or may place out of the langauge requifementif their chosef field.
has one. They are also comp@hsated by the -realization that they‘knowgmore
Spanish. - X - . )

. At the beginning of the year a queitionnaire wis administered to the Spanish ‘
classes eliciting students’ reasons for stud}i‘p‘g Spanish. . All expressed a desire to
utilize- Spanish in some practical way—travel, getting-to know péople who speak
Spanish, corresponding with people who live in Spanish-speaking countfies, reading
current periodicals, etc, Thus, to use Gardger'a'ﬁd Lathbert’s terminology, the stu-

" ot are primasily integratively metivated, although a few indicated the hepe to "
use the language also in conjunction with a career; thus expressing instruni®htal mo--
tivation ds a secondary fagtor.¥ By making glus t of survey, thie teacher becomes . #
obligated to follow through with the student® wishies. Lo v

., Foreign language- learning is time-consuiming andya lot of hard work. Drills can
- become boring for Students and laborious for teachers, vocabulary learning can be
dull, and grammar disastrous. Students are ndt satisfied to wait uniil they aré oyt

. .~ of school and ableto take a trip to, g foreign country to at lagyhave the opportun- .
"ity to use the langiragé. More immediate reinforcement is needed At every step
. dlong the way. Many of the materials learned in each lesson can be a'fpp‘lied_ tothe . .

< students’ lives as soon‘as they are leamned A report on “Motivation in Foreign-Lan-"-
|, Buage Learming” prepared by the 1970 Northeast Conference on the Teaching of

7~ Foreign Tangulges reached a noteWorthy conclusion: “The-fmportant éhanetefiﬁc—« —
-of daily and \yeekl'y work in miffntaining motivation is not its-novelty or entertain- )
ment value, nbr_/'is it the particular intellectual content. What counts is that,it pro- =

. wides the expérience of using language successfully for some outside purpose other «
'?-,; E thaﬁ r;rely practicing forms.” Inin mdiv!d{{aﬁzeq classroom, practical and im- .
v - mediaf¥application ofmew matérial is not only feasible, but almost a natural out-

" growth of all oral evaluations. The veyy fact that no more than seven students are
‘engaggd 4n the discussion at one time puts the conversation period into a more”

natural setgng: After all, who ever heard of 30-peofi® sitting’ ard¥iid tn rows; or
* exen ina circle, di‘ cussing a give_n topilc,'exc'ept undér very formal circamstances?:

.

-, Indmdualiz ructign intreases stadent contact ours without substantially

‘. . rasing mstructional costs. Time for learning activities is available Becaute the stu-
: @ dents prepare—outside of class, if 'nece‘ssary—for their _gtoupaséignmepu.,,’l(nowin R
.+ " that their expertise will be evident to'the teacher'angd their ﬁem‘urtl%‘eppou‘@:i ;té ;
.o them to be well prepared? Students are ‘amxious to display t@ir skills." The ve 2

shy student may request a‘private oral evaluation the first few tiffgssput as he gains o
'+ copnidence he no longer mind®working in a group- Let us not ﬁgrg t that this stu--
dent probably would seldog recite in a teaditional classfoom sétting. )
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" summary, individualized instruction often places more demands on the teach- *
er than does gonventional ipstructiori, . However, in such a program students tend fo
leam more. What.is more, they do so more easily and with morg confidence in
themselves. The result is a more rewasding experience fof both the students and

. oe
theteacker, =~ 7 . -
. . ...J , R
,‘} - . Pl -\
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1. Carol Hasenféld discusses the differences iri student learning styles in “The New
Student Role: Individual Differences and Implications for Instruction,” pp.
- 129-67 in Gilbert A, Jatvis, ed., Perspective.~ A New Fréedom (Skokie, HLs
. Nationa! Textbook Company, 1975). . N
2. "See E: N.'Adams, li. W. Morrison, and M. J. Reddy, !‘Conversation with a Com-
puteras a ique of Language Instruction,” The Modern Language Journal
~ 52 (January 1968): .3-16; Charles L. Adams, “Independence for Study,”
.. Hispania SO (September 1967): 483-87; Peter Boyd-Bowman, “Self-lpstruction
+ ".in'the ‘Neglected’” Languages:™ A Progress Report from Kalamazoo College,”
The Modern Language Jourfial 50-(January 1966): ' 21-23; and Theodere *
- Muellér, “Progralgmed, Instruction: Help for'the Linguisticaily ‘Underpriv-
ileged,’ **-The Modern Language Journal 52 (February 1968): 79-84.
. 3. B: Carréll, “A Model for Research in Programmed Self-Instruction,”
.. ag ~46 in G. Mathxw“{i; Advances in the Teachiyg of Modern Languages’
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York: Pergamon Press, 1966); William H. Clark and Margaret G. Clark,”
“Achievement in Elementary German under Programmed and Conventiona
“Instruction:” & Préliminary Study,” The Modern Language Journal 50 -
‘(February 1966); .97-100; Albert Valdman, “Toward Self-Instruction in For-
eign Language ing,”* International Review of Applied Linguistics 2
* (1964): 1-26; John B. Carroll, “Meniotandum: On Npeded Research in the,
v Psycholinguistiqand A pplied. Psycholinguistic Aspects of Language Teaching,”

. - Fortign Languaf® Annals 1 (March 1968): 2‘36-38; Benjamin S. Bloom, “Mas- -
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e = The “Rube

1

.
The ayerage ieacher adopts a textbook
supplement it, whether that textbook has
toncrete criteriasor primarily as a realtion tofthe one that went befare. Letus fol-

| lowdn gmaginary‘ teagher to'see how the suppjeienting process usually works.

' . In May, Ms. X visited 3 FLES class agdaw that ‘teacher using some “darling” -
transarencies made from 2 child’s coloringhook. “So she got the bodg, made ,

,

|

.
)

EYJ

. * transparencies, and' had a “brand” spanking new” Supple iglidv ocabulary drill
~ ready for fall. Of course, the, stadents were not quite as en d with thé Uraw-
_ings as our teacher had been. In fagt, they “oohed” and “ ” 30.raficousty that i
* ou_x‘Ms. X had to rais¢ her yoice to be heard: Too, there were several vocabulary N
"\ items not in the basic te:®, but since she did not have Tenough” visuals; the e

-« thent became an annual part of Ms. X's courge. - o . 0

, &t I Tujly this same. teacher really enjoyed @ “short-ghort” story introducedid a = -

s I i}m&r rourse “af @ lodal university. Sincedf was'n a;ﬂctpat difficult, Ms. X sat., A

" down and cranked out a’stencil. She was a little surprised.that she had to sapply Y

30' many explanatory notes and vocabulafy dids, but the’story was so amusing it was -
worth it: However, since there weet several rather obscure cultural allusions.the .

students would have to undersiafd in order to be aymised, Ms. X #90 had to pre-~ »
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P

. .
.o Qe .
N N . - A
<\ i ) A
. . A s
\.’: - = > ) - Y




e - o L
) pere a half; hour &rlturelecture to prefaoe the rea
supplement had been added to our teacher’s repertoire. - -
In November our colleaguevattended ACTFL's ual Meeting and th“fell
Eder the influenice-of three enthusiastic “innovato and their “handouts.” Like
gredt majority of teahers, Ms. X is an avid cofe ctqr of “supplements-to-be.
- (At conferences ‘teachers tend’to attack handofs. like” seagulls over a schopl of
- .hemng.) ¢

*

lesson, our sister had to prepare a twenty-minute lecture-demonstration
i og the involved and a set of flashcard .cues for drilling the dralogue But,
Y as a result of burmng the rmdmght oil, her students would be able to use five au-

: thentic gestures. 3 T

& The se mnovatot distributed_ready-magde .culture eapsul.es og farm._life.
Since there is nothing in her text on this sub]ect Ms. X added cuiturecapsulee
-happily, if somewhat haphazardly There was again quite a bit vocabulary not

T uted in the textbook, but students ought to learn about all walks of life. /-

* Ms. Xs third supplement from the conférence was a  one-page reading oo’ Edster.
Be was the only holiday Ms. X hagd deal],, with'in the past, she sat
. do
] * the” sph
T shein
the bottom of each (In this way the students would be less apt to nouce hbw
* " much new vocabulary there really was.) ' v

' InJ our féacher received a*publisher’s brochure announcmg a new text-
book. h.{s § was captivated by a smphle&__gn yerbs reproduced .in the bro-
chure ough her students were not 3 wor ng on verbs at the tfme, the idea was'
there were only #x or seven verbs they had not ‘had” and students never

review, so she Mupped out another set of sumcrls

Chnstma;

semester. The' new vocabulary, préved to be longer thad the reading, 80

» %080
geten

owr Ms. X.always adds. At least-two of her “pet” lessbnscame from her college
methods teacher, ancther couple were derived from her supervxsor durmg student-
chmg and ‘the rest she has developed If or found 1n conferences over the
s five-years she has been teachmg And she
© . levels she teaches” . -
Perhaps a definition of fhe word supplement.’ " itself may help ugy to understand
. Ms. X’s modus operandi, Aceordmg to T7ze Random‘ﬂousaDwnonmy of the Ehg-
Ikh Language, it meéany . ,,
' weiimassts o
- % 1. somethmg added orh;,o complete supply a d"efrgency, or retn-
force a whole. 2. a partiadded to 2 book, document, etc., to sipply, #ddition’
*  al or later infornation, correct errors, o the fike. 3. a paf 1, uspally of spe-
Lt gal character, rseued'a an adqunal feature’of a now.v.paper or other penod
" ical v.r. 4. to complete, add to or exte,nd by a supplement or addmpn }o
- 8, to mppty (n defwrency)

lesson EuXka. Anothe?

first ‘handout was on kmesxcs In order te use.the dralogue which com:

tq, annotate the readmg for ‘her students to have somethmg on holilays for -

usly spht?the story into two single-spaced pages withi the vocabulary at .

None of this, of cotirse, includes the several “favarite” supplementary lesons i

es muwayforeachoft& thxee.‘
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Do Ms. X’s sugplements “complete” the textbook, “supply a deficiengy,”

“extend” 'r{" Some might” Do her supplementary materials ‘supply later mforma-
tign, correct errors,-or the like?” If we stretch the point, some miight. The plain . ' .
truth is that we have no evidence in Ms. X's _procedure that ste has ever thought
. about her supplementary materials in any such systermatic way. .
. If we awere to question Ms.X’s students as-to their feehngs about'the sup.ple
nfaggary lessons, we might get the saine kmd of responses som¢ teacher traineesin a N
= methods class at Indiana Umversnty gave concerning matenals of thls type: MEY

LR

&

We never mny kmew What the -extra matenals were for— what the)&veresup-
posed ta do for ug. It was a lot of “extra stuff” we fiad to ddon top of allthe S
textbook exercises. . . . This extra stu.ff was the reason we never finished the ..
Book. - .
e - =1 - .
 The problerh with supplementing as our imaginary Ms X does however attrac-
) txve the resulting materials, 1s that it*is phaza:d depeqdent upon chance. Ws. Xgs
- hstenmg-po the voices urging her to thahge and toinnovate. But she'is a victim of
the type'of innovater A?on Hoye calls *“a music man.” Take my creation,”* -
cries one, “Take mine,’ sther, and the poor teacher uncertain as to how to-fit in "
. this or that innovation, but pressared by high attntion rates and/or low emolhnents D
" taltes everything. Ms. X is a good teacher (the other kind 15 :ﬁkded in the class- <
room, repeating the same procedures for the-whole of a 30.y#¢ Gareer), she is re- ¢
_sponsible .in herhandhing of the mdmdual pieces of work shé prepares. Bugtheend . -
- _product of her efforts 15 a curnculum that. “growed like Topsy.” In effect she-em- )
" ploys aRube > Goldberg approach to instructional desngn A

B T b e ?

“Suppletpenvng Should = “Adaptmg" : e

\ T [N : }-

ks ‘must .be very generally written mn order to be usable-and markeb

oughout the country.. They are avritten for the so-called ¢ ‘average” learner °

and to meet a variety of dnfferent states’ specifications. -What this means 'is tﬁaf ’
every teacher must expect to dosomt adaptation of any text to fit ‘the special em- -
phases of the schook’s foretqz langugge program and to meet. the needs ofa spea@

) 'srudent population. As Rewmert says S e _ b

- - . . - &

S5 L e PN

. ' The teacher- must frequently extend ms activities beyond a simple recxtanon
and explication of‘what 15 found in the text The kinds agd degree of this ex-
actives of the

’

’

' stemsion depend on the

s ; of! facﬂnm Takimg thege two,factors anto accourt, the téacher may extend . L
Iuf influence and ‘increasq his effectweness‘m two ways: He may develop t&h- ,

. %ques for eng md&enal in the text, or independent of tie text,he may. -

k , eaje ‘s’ context.in which students will be better able to aclueve the tegcher’s .
objéctives for the course.” He-may reorsam‘ze course m&tem;h. employ other ’
persogs or. n&echum as aids, or provide a‘n’ environment of creative activity. ' .. "

Q . L 4 - T,
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*. What Reinert calls an “extension” of the teacher s activities, Foingy calls “tailoring - *
instruction,” identifying two important foreign langnage teather responsibilities:
“determining the individual needs and characteristics of the student and desrgmng

L)

experiences to mieet those neéds.”? . ,

4

Whether we call it “adapting the text,” “tailoring instruction,’ or “supp]ement t N

ing the textbook,” we need to approach our work by taking a second hard look at  °
our.basic texts to determine what 1s needed and what is%o be replaced of dropped
As Remert pomts out: .

_— ‘ ~ .

Sunple arithmetic sho%s whatever time is su
engage in." . [qther] activities... must be §
viously had been used for some other purpo

tragted from time that-pre-
the teacher decides to spend

- three weeks during the year 6n the preparation of a puppet show these three -
qo of grammar explanations. - -

weeks cannot be used fog extra drills or la

The teacher must establish priorities for his
" to gain from the new activity worth the am

to 1t? Jdf cuts are to be made 1n the pro

priority? Failure to cons1der obvious qu
’ trous attempts at mnovam.

gram. Is what he expects
nt of time that must be devoted
, which aspects have the lowest
jons has resuited in some disas-

i -

What we must do s to harness our creative e:ergres tq strive toward malang all our
teach e materials and activities parts of an instructional * ‘whole.” , We must
learn 1g, supplement systematically and responsibly—Ttat does not meanﬁat we de
not keep files of interesting and p?ovocauve lessons, for this year’s “saving. - grace”
may be next year.s “bomb '» But we tust begin to exammne the pedagogical “fit” -
before rushing ary innovagion into implementation. We must force ourselves to ask

" ‘those who publicize and ote innovations where and how this idea fits itito the
~ Qurriculum,/ what it can repfacé, and hiow much time Tt will constime. "l(ajt;rnea'n?w
too, ‘that we are going te have to learn to select among the options, ad'optmg fewer

cted from the“class period to - \

* than we rejecs, concentrating less on mnovatmg for 1ts own, sake and ft more on
renovating 4 cu c“?hcular whole. o R
4 " . . . N . M ," . ) "

) Ihe Carriculum “Whole”. . .

Lo d
Lafayette has propose that we should begm to view the curnculum as * &core
%s open urrg, He sugge s that the core—the pumber of units to be studied in a -

course—should probably inyoive a eduction of * ‘twenty’to twenty:five percent of
what 15 now being Covered” becaum be assumed that the number of unit§ -

- Zusyally presenbed Is “eompleted only e teacher and a few select students.’ ol

Thus "¢ tweniy to twenty-five peicent” reduction may well be too .comservative
(Ryder has suggested that the texts of the future should be ane- terd thewr present
srzes) but can be achieved 1f the teacher considers * felescopm some of the text, ¥,/

: book unns, As Lafayette%omts out, the Key. 4 s to determine precrsely what the £

.

d
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“teaching of the future tense over three chapters. At Bloomington (Indiana) High -

“third of the time needed fo

.the raison-d'étre for foreign languages is still the four aims deﬁned by Rivers:

[Kc

wll Toxt Provided by ERIC

’

78 Petsonahnng Foreign Language Instruction
. ) Co <
smdentwﬂl need to meet the course goals and to 1dennfy those 1texr& that will most ;
benefit t.hestudentmtns dttempts to. adueve the linguistic tasks that f lumm'
the near future.”$ 5

A teacher often omits
the same idea. Nuestro

parf of 2 Jesson or a unit. Basically, telescoping i
0, the second-year Macmillan Spanish text, spreads the

School South;-teachers handle their teiescoping ‘of these chapters in thé’ following
manner: About twenty-five vocabulary words,are chosen from the three chapters
for-active learning, The teachers rewrite the oral question-answer section to include” &
all the possible subjects, the future tense, and the new vocabulary items. The family
dialogue (Escena) is replaced eithe¢ by a unit on daily life which incorporates the
new words and the future tense, or by student-made diafogues which- achieve the
same end. To give students a break ip the routine, songs in which the new tense is
featured prominently are”learned. The replacement unit achieves Several results.
The integral grammatical structuses and vocabulary are continued and ready the stu-
dent for further work in the text, the basic textual format is followed, there is some
original work by students,4nd music adds a new dimension to the textual materials.
What 18 more important, the replacement unit thus formed is taughtn about one-
teach tije three chaptersindividusily.

Since foreign language teachers are recruiting students of ever-mdemng ranges

of ability from the tofal school populatmn it may well come to pass that our pres-
" ent texts will either be much

ced 1n size or will be extended over three semes-
ters, forLafayette’s “epen time” Ji the curnml,uml—dehberate stg/ppages for rein-
forcement 'nnd/or enrichment i
students we are trymg © }(ard to attract Lafayette
lows:

<

ibes “‘open time’ as fol- -

Y .

~J :

e —— ——

v Let ns assume that the core consists of three-fourths of the matenal previous-
ly oovercd For those students who ‘normally completed 4s many units as the
teacher, this means that they will now cover the core in three-fourths of the
-schglastic year. For them the open time will be devotll to enrichment ac-
tiviges, For others st will consist of both rexﬁrcement and enrichment,
while \for others thp;ntnre open-time component will need to be devoted to

: reuyorcement in order that they at least successfully achieve oompetence in

m Cote n;aterml." =

Ll _‘

Tlns of course, means that teachers should no longer merely test, record the grades
and prooeed to the next umit; this apptoach demands that they remedi
In building a ¢urrieular “whole,” whatever the,methods or -4 rmlx may be,

1! Teechm; about the nature and funolxonmg of language'
2. Teaching students to communicate in a foreign langulge;

. e 3 Developing..understanding of the people with whom one wxshes to com-

.

-

':memte .

-
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‘ 4 Tuchm; students to rpad all k._..;s of materml ﬂuently in the forelgn

* [
In deﬁmng these aims, Rﬁ@pomts out that the ordef of priority will vary depend-
ing upon geography, national goals; and the interests of the students being taught, e
addmg that all four of these zoals are mterrelated '
Undmtandms the nature of ;. quage is ba sic to a mtlrodology wh:ch devel-
. opsefféctive communication” skills;feffective communication i§ impossiblg -
without some understanding of the culture of the speakcrs of the [anBuage; .
cy in reading with direct comprehension derives from the abxhty\ta think
language, which is established by prior training in the active communi-
on skils of hstemng and speaking; for many types of readirg p:atenal .
mete comprehension of the printed word is valueless without the abihty to 7 .,
@, wterpret what one xsmdmg in the light of cultural patierns and attitudes,”

4

. , Ewery innovation, every adaptation, every supplemént should be assessed in relation
to these four basic aims. The following questxons might constitute a “rule of \
,E thumB” test: .. S . g '
p& the learning acfmty meet a teach:ng and/er learnmg need?
. 2 ~1Is this lesson an effort at personahization, relating either to the student’s
e, }n‘e ¥ interest?. y ] ,
Is thxs lea\mmg expcngncc. designed (0 motivate the student?
g .4. Dges this lesson servg to enrich o extend the student’s experience of Ie v
target language and/or culture? .
. . e 3
“Passmg “for the supplement is a “v:s wnswer’tol at -least two of tbe'questibm
“passing’ for the teacher mvom the success of his or her repl’acemeng oisuh}rn-

, tlox; skills in “fitting” the suppleme to t‘w cotrse.® ’ .
JL - ’ :
. : Meetingwlcamer Needs ‘ -
wr et By . . : :

Telescoping units meets a teacher need; in fact, any sﬁpplemem that promotes
, sor facilitates learning meets teacher needs: But if we turlour att’on to Jearner
~  needs, almot every sthdent needs preparation for the tasks he is to perférm
and Mnce in the fo:m of “howﬁto-study” informatwn Knop ige is: ¢
Too: often we go about doing what we kno&"m best for'studpntsml
fomgn language, without letﬁng them knovvr;yhat we are do@g a
&4 Training students how to stuty and how to sdcgeed in class from the first day
is cruaal to developing their support of our progremn, ' -
. & . . LR - q
3, Step-by- step aas:gnmehu, especnany‘whcn new-work is mvo‘lved are helpful. When
e B " ’

O T e ot q A :
L4 ' e
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teachers have “roughed- in” both the required units and the open time in their
* cotirses, they can also publish.a “First Day Gazette.”!' A First Day Gazette may
be as simple s a single sheet of paper dittoed on both sides, with a drawing or two
. for comic relief."What “stories” might appear, albeit.in capsule form, in a German
-~ Gazette? . : :

¢

. - +

s

|. Summer Events (Teacher Spends Wild Summer at IU Minicourses) ~ * | Lt
, . 2. Semester'Plans (Fall Plans Inglude FieJdtrip) . .
.3 Short range Goals (What to Expect in the Next Two Weeks)
4. Stan s, Evaluation Procedures ‘ \ -

5. Introduction to a Specific Activity (Wednesday We Pick German Names) -
6. -Learning Helps (What the Gernlan “Jocks” Advise) ) Co
7. Announcements (First Germaxg Cl,ub Mu@ng) ’ .

K 8. Fillers (Jokes, Cartoons, Want Ads)

’

. It never hurts to inform or tg build aiuicipation. (See Figure 1.) .
o7 A frequent complairit today is that students do not perform well in information
"o acquisition. Any teacher who has independent or research study as a part of fiis or
' her course ought to feature Bibliography Hunt'? early in the school.ypar ta devel-
op the skills required through small-group learning experiences. :

. Consult English t‘each? for cofrect bibliographical forms used in their

" classes. . .
.. Group strong and weak students together in éach group.

) - 3. Have students in each group identify two cultural facets of the target cul-
ture they would like to know more about. They must then find as many
references as possible for each facet. One topic might be dropped at the
end qf the first:day’s hunt—the one for which the least amount of infor- |

mation is available. . . , . )
.. 4.* The information skeet (one,per person) should include: e o e
. a. Correct biblioggaphical form f91: all types of rpferences (books, pamy |
P phiets, records, tapes, films, interviews). v K . v, -
b. Keyed information’as to vghere’resou’rm can be found:, eg., IC-in.. ~ »
. classroom; SL-school library; PL-public library. ‘ :
. c. Hints for q'i‘wimon of the work withm the grolip. , )
} G A -y ( i : . vc d )
s These lists should be used as soon as ‘possible for the riext culture project. !
Wikn used, credit shouldbe given to each membss of the group fafRRgsile. {Ob- .
. viously, these lists also add tg the teacher’s resoufce lisﬁ) - b’y .
f < . : g ’lhﬁ ""} P L Ce lw
L e 7 e Meeting Teacher an arne? NogdS « % C r.

:

F
thesi series of lessons or leafnings. This §as

.
0 .-
» . . ¢
E ~ . 1 - .o -
' ¢ j ’ . . . ’ K3
. N
. .

0~ VT T : .

\ . t I R ) .
Zr;q/n.bpently both the teacher “and the stugsg el a
3
|
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|
;. Riley Hig!“obl in South B¢|d Indiana was trying to’ meet 1 His Viginti
Quattuor Horae in Vita Romani ~__: '3 What follows is his instruction sheet
* toth‘estudeg; o - = . ' -
2 - % - . v s 1 - .
. Your mission is to create a twenty-four hour segment in the life of a “‘typical”
) , Roman. You wilkuse your expertise, backed up by researeh to establish an : S
S e 1dent1ty, life style, and theoretwal existence for this Roman met
,  Toaid you in doing thns you will select four indicia or clues to the char- ]
acter of yout Romap. * The mdxczum You d{aw from envelope bwill estabhsh“ A
- the_professxon-of your Romian. Indicium II wilt name one ‘object he has with
him. Indicia III and IV will give you places he is seeh on the:day. you age cfe-
ot ating.  The location Of indictum 11 is \ylthm the Forum R3manum, while -

’

indicium IV is outside the Forum but within Rgma. A
The dossier you create wilt estsbhsh the following nﬁmmum mformatlon . ébﬁ
L Wio your person is. . . V-t
M. * Why he has the object - : ’ g o
ﬁl. What he is domg at éach of the known locations as well as what he does
% therest of the'day. . © -
iV. "How he gets from one place to another and what he observec on the
) way.-:. . ' ' . N
V. Observatlons contmgent o his status in ‘the Roman social structure. . ] N

-
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VL. - A Latin-‘p,am_gn of at least 7 sentences that your ‘Roiman " dquid eon- -
e ceivably pse in the'existence you are making  for h:m \__ A *
~ 2 13 L .
- ’ ™ -, " The Indicia e
Sample mdlaa which the students draw from the four envelopes are hsted
F under the appropnat’e envelope number. . ~ P -~
*. 1 (Professions) ; - 1] (Objects) - .
" lanista S, : a%ﬁtfm Y
Wt pistor ) creta ’ ° -
quaestor . ) ‘' .ebur L
) caupo k S " gallina_ )
~ armentarius linea . i
remex ' « + ~simulacrum Lo
mimus ; . tegula ~ - '
vexillarius . v, . scalprum °
frumentator pausia .. - . .
. ’obsignator grillus . Y
) causidicus . . mumtwum 7
lh (Pﬂoes wnhm Forum Romanum) IV (Places outs;de Forum) >
" Tulllaggm | 7 ) Castra Praetoria :
Umbilicus Romae. - T Thermae Antoninianae -
Comitium . ’ . Templum Assculapii
Sacellum Cloacinae . Pantheon .
* | Basilica ‘Aemilia _ ~Circus Gaiet Neronis - - —
* Lapis Niger _ - Odeum Domitiani .- & -
Miliarium Ayreum _ Ara Pacis “ . .
. Horrea Agrippiana | Pyramis C. Cestii - i
, Atrium Vestae R Campus Martius . ‘
Hasilica fulia © . Domus Aggea - -
Curia : i Amphitheatrum Flavium - > i
' This kind of supplem?nt’ 1 obvnously a culmnating expenence designed tobe .
used after a series of units, perhaps even as a fina {ear,mﬁ activity for a course. ¢
" Tt could be used katein the first year or at some point dirjng the second, dependmg
upon how the content of the baS.lC text 1s structureda . > )
ot $ s fee T .
N - Personalizing I.earmng Actmties LT . . L
. - . . . ;

The ongmal “rule of thumb” questlon to test a proposeﬁ supplement.was: Is - |
this lesson an effort at.personalization, relating, either to the student’s life or an in- 1.
. " terest? Someumes, in-introducing a facet of foreign-anguage iearning, we must . 5
“reach into” ‘the student’s personal life in ordef tg Tnake hitor her studies more
. “palatable,” more clgalTy™ reasonable learnmg task.* That wad the aim of the foly -
. lowing mxm-lesson on kinésics developed by Pameld "McKim and Ruth Ann Pnoe ",
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g which involvés teacher preeentatron whole class dlscussron, small-group work, and
role-playinig or pantomiming. ) a .
e Teacher Presentation: We use both verbal and nonverbal means to communi- > )
cate. How could you convey this verbal message in a nonverbal fosnner?
3 - . . T -
- Verbal ~ : o Nonverbal Possibilities .
< .« MHIY - . , Wave to someone. )
o “He’s late again!” : £ Pointedly look at watch. —
. <+ *“Will you'go with me?"” . Beckonto come along. @
¢ SThhityou!” - . Mak@ fist toward person.
s There are some. {estures that go with speech to glve it fuller meaning. Each

member of the class, without telling his or her choice, will select one.of the
stateménts froth the tist below and will take a turn ‘giving the gesture hex
. thinks goes with’ the’ statement hé -has chosen. The other'n‘lgmbers,have no
1 . “more than three tries to’ guess which Statement is being demonstrated. Fol-
- . lowmg thref wrofig guesses,- the"’performer combines the gesture an;l his -,

_» Chosen statement. . . ‘.
- - The studént cho‘rom the foHowmg hst and pantomimes | .

Peac:.\ N R ‘

. e .
. Have a seat. - LA © e

Everything is 4-okay. ] _—, .
Get out and stay out. t 4 '
_ Speak up.+I can’t hearyou. . L. . . Tl
I'm worried. . : ~ - o
. . ¥ g Howwasltp know?- Az v ;
AN ."h‘ Eek!' A mouse! L ) ‘
- _'°i Thefish was this big! g o e # o S °.
_J. Nancy, this is Bill, lel Nancg B . oL
: k.* Aw, g'wan, yoli'’re putting’'me . .
. L Pastt ) .. . .o
¢ v m. Who, me?* h ¥ PR R )
< ' n.- Stay awdy from me!- . " ‘ R " s
. . 0: He’s a little goofy. - ¢
p. Stop right therel * [T S - .
¥ . -q -Howdo you like my hairdo? ) A !
-~ r. Welcbme to our horne. A "
) :28. I've had it up to Ref your nonsense! . .
e Lt Yoy bizin, you struck out with the bases,loaded' . - -

.

F"'o.ﬂ-pp'.“

Small G(oum of Six: Prepare a three-n}umte skit mvotvmga\r “mcrgent" at

. schodl, st home, etc. First, half of the grou# will present the skit, role-playing

. three oﬁar{lctets They will only t no. body moyoments emotrons,-

- or expression. Thén the other members il present “the same skit usmg ex-
pressron and movement . . . . .

' (Note to the Teacher} After the presentattons, Hawe a class discussion on the
neousrty’for nonverbal clues in conveymg emotronal mformltron ’ .

4
- -
s
o
.
.
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who have had thclr attention focused on their own behqvior in this
way, prior to their being asked to leam the “strange gestuges of a “fore‘n peo-

student life space. * This is thé approach taken by Susan Hunt-Smith, William
Blaisdell, Jand Esther Stockdreher's in the'ﬁ lesson entitled Der Stammbaum (The
Family ). .The supplementary leammg activity can be used early on in the first

dates and family relationships have been studied. The dlrectlons to the "
ollow . .
/‘ " :
. Make " three-generation family tree. It may be of your owh/ famfly or of
* an imaginasy family. It wolld be wise, to use posterboard ora large piece
~of construction paper for the finished product.-
2. On another sheet of paper, lay out tlié family tree. -You should include
the names of the relatives, maiden names ard the dates of birth in German
form. If you are doing yoyr own\amily, ask your pmn;s or grandparents
1 for this information. Lastly, you should indicate everyone’s relationship 4p
to.ygu (or to some specific character if it is an imaginary family) as in the
_ example. -
3, The German date 1s written by putting tHe day, the-month, then the year,
with periods between. May 4, 1910 becomes 4:.5.1910 or 4.5.10,
4. If a woman’s maiden name was Schultz and her married name is Schmidt,
yau should write “Maria Schmidt geb. Schuliz.” Geb. stands for geboren
" (born); this is how the Germans jndicate maiden names.
5. *You may usé symbols for male and female as shown in the example, car-
toon faces, magazine or‘ catalog pnctures, or fctual photographs. (See
Flgure 2). . .

-

This ‘Kind of project is excellent for the type of student who requires a great
deal of structure in his or her work, the type of student who needs something tan-
gible as a result of the effort made. Needless to say, this sort of lesson can replace
a test'or some other culminating activity. (One teacher who used it, too, reported
that her principal insisted that she exhibit the student: produceq family trees in the
duplay cise of the main hall for open house.)

Am type of personalization permits the student torselect a toplc mtewstmg
to him or-her.  The following semi-individualized minicourse could be used as one

of #hree or Tour enrichment options open to the student

) Minicoum: Animais.of Latin America . )
Time: Flexibje as needed
1. Study the following Yilmstrips: ",
Darwin, Part V: Ljving’Animals of South Amcnca Txme-L:fe Filmstrips.
. Darwin, Part VI: Tierra del Fuego and the Andes Mountains: Time-Life
Filmstrips.

. [hd 4
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> Key C'— Fegy (Woran) [O- Mann (Man) ° : IcH (You)
/. - ' '
- ’ —{] . O—m— 0 ..
h fova Bill o ‘P Fxhs Hams Boll  Miaia Hert gebSchilte. | Wilheim Mart
_ i2.2. . 16107 a5.3.13 ' 21009
T Gtcsawner Grossvater Grossmuer | | Grassvaber |

|

hd I‘ { o~

, o O ’ él =
N . |

v - Mannfred %‘;u. Liese r&em wowﬂut Hemvich  Adelf

Bsit « ol Bl 19.138 Het
DAYy 1.30, w.a'az 19 n3d 293 Veter 20.1.40 %‘4: )
: Orkel onm . Tante’  Mutter . Onkel  Ontel
C“ Heidi Haet Hilde ot - Anhm fert : \
14366' 143465 2448 ‘
’*’“ Sdwester  Sdwestec  Boder
. . 19.8 b0 .
i’igure 2 ' ‘ \
\ ) ~ < . . . »
y _ . \ ' .

* 2. Everyone will be tested on 1dent1fymg the name and location (general) of \\
the animals pictured in tire two ﬁlmstnps \
3. Vocabulary: THe first week you will be tested on the vocabulary listed
below. In following weeks you must get 20 new words per week. At the
end of the minicourse you will-have & Mastery Test.

CHOOSE ONE OF THE FOLYOWING IDEAS TO DO EACH WEEK OR
DISCUSS YOUR OWN IDEA WITH THE TEACHER. ~ . .

= 4, Choose one geographwal area: los llanos Y pampas, las montafas, la :etn."
- Write or narrate a filmstrip commentary on the ammals of that region. In-
- clude as many types as possible. See the teacher, to discuss taking pictures.

5. Choose one type‘ of animal native '#b South or Central America, i.c., birds,
snakes, rodents camel family, etc. Do an in-depth report or ﬁlmstnp on
int¥resting facts about that particular type of animal. Include 'a map on
which you locate the animal.’ |

6. Write or prepare an oral commentary on one anim:l, including as xPuch

.
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information as postible: its habitat, habits; pictures, map, etc. Why is it
pnmcuhﬂy suited to its region? . .
7. Make sketched of different kinds of Latin American animals for the buk .
. letin board. Label all parts of the animals. Write basic facts about each’
* spimal Be tested on “Parts of Animals” voéabulary.

- . Vocab:bmy

laselva - the jungle
o - loslianos ° the plains .
. el bosque thre forest - ’
los rboles the trees
el nido the nest '
alvje " savage, wild ° /
. feroz . - flerce, ferocious . '
. ruidoso noisy :
RS * quieto, callado -quiet ° .
- ) . nocturno nocturnal
) , . repifar _ to prey
las aves de rapifia birds of prey )
. los mamiferos mammyls . . * .
.+ lssserpientes ’ -snakes
los ghjaros birds
los/monos - monkeys ‘.
las garras, las uflas, claws
1s cola . tail - :
las plumas . feathers
1a piel . * fur, skin
las alas . wings - '
cazar to hunt . -
. This minicourse, developed by the Spanish teachers at Bloomington (Indiana)
'High School South, offers the possibility of working mdependemly ot-in a small
group. Since animals always seem to be of interest to adolescents, this topic as one
-of three or foyr options is sure to be a frequent choice. S e
* There must be some times in the course when the student may use the language
for his or her own ends. Some students; especially af more ativasced levels, might
like to pursue their own interests while simultaneously trying <o design an ideal
lesson. The following is one of several “student feedback forms devised by Richard” .
mein and Barbara Sdmendpr Fuhrmann. !¢ . -
Ded;n an ideal leuon 1 Iteacher or student cha'o:e: :ub/ect)
Inctude the following: - )
/ 1. Classroom activities /. ‘

§: HOS. dctivitqiu L o

4. Tdcher’s role ’ . "
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S. The task of each member of a group activity . . .
6. Evaluation of lesson K
7. End results -
8. Whatever else you choose

In this kind of learning activity, the student ;nay pursue an individual jnterest while
simultaneously giving the teacher some excellent *“feedback’ wn learning prefer-

. Motivating the Student

«

A great number of leamning activities fit this category, but one of the best.ways
. to motivate students is to teach them the language of their peers in the target lan-
guage country—teenage slang or-so-called “schoolyard slang.” The following ex-
.amples were collectzd from Peruvian students studying in this country.
¢
1. ;Ese chico esun churro! ;Qué churro! - Whata doll! Cute!
(girls say to boys or of boys)

2. jEstd fuera de coco! — He's crazy.
3. ;Esalgo mongo! - That’s a crazy thing to do.
4, Se pasd. — something really great. (It was really great.)

Se pasd de vueltas. '
5. Estd botado. ~_That’s really easy. -
6. Estudiamos cualquier cantidad. — We study too much. /
7. Tiene una vida muy suave, — He/she sure has a soft life! ‘
8. ;Guardat - Be careful.
9. Me estds tomando el pelo. — You’re kidding me, pulhng my leg.
0. unatomada de pelo - a practical joke

una broma de mal gudto - a_yoke in bad taste 3
11. Estoy templado (~a) de ella (él).— 1am falling for her (him). -
12. ;Carapitas! - Exclamation (general) usually positive ( .

jCarray! ;Puchal - (Oh,shoot! )  usually negative

13. serun caso ~ to be a real character
14, Esunsobdn. - He gets away with murder. ~ o )
15:- hacer tfampas - to cheat (classes, games)
16. el tramposo - the cheater ]
17. el (la) mds engreido pg) — teacher’s pet
18. un volado, una volada - a bum, untrustworthy person 'y ]
19. tirarla ﬁera ~ hacerse la vaca — to skip, cut class
20. ;Qué.tal ensarte! [ Qué tal latat — What a térrible bore!"

(people or things) .
21. estar al dfa — to be really with it . . ’ . "
22.. Voy a pensario.’ - I'll think it over. N .
23. " dejarlo a uno plaptado - to stand someone up .
24. Legustan los panmlone: - She s 8 boy chaser. .

“

S |
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This type of, supplement can be introduced a few expressions at a time, as a
whole, or as'situations arise in which the exprestions are appropriate. Communica-
tion is less painful a goal when you can use.the \type of language to which you are
accustomed

__ ‘Extending the Student’s Experience

' }
. ' i

g often we do not capxtalwe on the mtrodhctxon of some culturallfacet like *

N+

" alightihg. Thls culture assunila‘or. for example was written by "Andrea Lapeyre as

hef lessons built around “Mary’s First School Day n Pans 17 The unit re-
good deal about bus travel in tHat city,

~

v
¥
i
K
N
l
f - .
s

After breakfast, Mary leaves the apartment and crosses the street to wait
[ the bus stop Madame Dupont shGwed her the previous evening. The bus
ivés andMary gets on. She takes out the ticket that Madame‘Dupont had
given. her, infebrts it ip the machine next to the driver in order to walidate it,

#nd goes to her seat. After making aBout ten stops, a ticket contyoller gets on
tae bus and asks to see the passengers’ tickets. When he gets to Mary, she
-thows her ticket. After examining it for 8 minute and aslung at what stop she
- Had gotten on the bus, the controller starts writing out a summons saying that
1 wiMl have to pay a fine. Mary protests saying that she had her ticket, but

‘the controller gives her the summons anyway. . v

y did the.ticket controller make Mary pay a fine? ¢ . <
Mary’s ticket was for the subway. (See‘;:umber 1.)

had not paid enough for her trip. . ¢(See numbét 2.)

Maky had used a second class ticket and was riding a first class bus. (See
3 )

unlikely since tickéts for the bus and for the subwdy are the
is Qne may buy single tickets or a carnet (bookiet of ten
e cost per ticket is substantially less when bought in a carnet.
colect reason. Although Mary had a ticket and inserted it in |
| the machine for'walidation, she did not realize that the Bus routes in Paris

{ are divided into sactions which usually contain about six stops each.

§ When one rides fromq stop in one section to a stop in another section,
two tickeéts must be Two tickets is the most one must pay for.any
one snde of an to anpther far two tlckets.

ke din; asly number of tra
g is unpomble because one

4
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. first class ca? is usthally less crowded and more comfortable. It is always
located in the middle of the train and is always a different color from the
. second class cars. First class tickets cost almost twice as much as second .
class tickets.
4. This answer is incorrect Because Mary had inserted her ticket in the auto-
matic validation machine when she got on the bus. Up until two or three
. years ago, each bus contamed a driyer and a controleur who took the tick-
., ets and punched them manually. The same was true in the subway where
o | poln;onneq hed each ticket at the ehtrance to the phtform. How-
¢ ever,in the new b there is a machine next to the driver into wh1¢h one
inserts his ficket’ when getting on the bus. The machine 1mpnnis the
date, time, and the stop at which the passenger boarded the bus. This

makes it easier to spotcheck the passengers to be sure they have peid and y
are not using an old ticket for g second time.
L hat

Mmpplemnt is effective because the student “digs out” thg infor-
mation; he o is not “pr:acped at ” by the teacher. - ;

. . »
’

5 . Conclusion

P Y

\‘
Supplementing' textbooks attractively can be as simple as providing students

with easily readable instriiction sheets, clearly written with no jargon, with generous

margins, a good deal of “white space” for eye appeal, and a strong: contrast-be-

tween the ink and the paper (no “lavender” dittpes, for example). Attractiveness is «

not predicated On visuals and illustrations, although they may contribute to getting

studentiattention. But since attractiveness, like beauty, is determingd by the eye of —-
.- the beholder, an “attractive” supplement is one which captures the student’s imag:

ination for one reason or another—because he or she is interested in the top:c be-

cause the procedures are challenging, or because the learning agtivity permits’ per-

" sonal interaction. -

Supplementing textagks effectively for today’s student seems to demand that

. teachers do much less for the student, concentrating instead on a Structure that per-

mits the studenf+to do for himself or herself. Effective supplements, by and large,

should be learning activities-in the broadest sense of the word, for these activities,

much more than the textbook, must provide the communitation and interaction

facets of course’ offerings. Supplementing textbookseffectively requires that the

-teather replace or subtract text activities when adding new teacher-made lessons,

constantly keepmg students informed®as to the process, the goals, and the-amount

of textbook material to be “covered.” Effecuve supplementanon lastly, provides a
. variety of learning modes—whqle-g -group, small-group’, and mﬂependent with op-

tions for a final “product” or “display.”
Responslble textbook suppiementation demands that there be a defined cur-

 ricular “whole,” that supplements not be added because they are clever or cute, or
."out of sofne vague desira to be all-inclusive, but only because they contribute to

o w. N | .
S N § 1 -2
< - , . .
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icmewng the-aims and objectlves of the course. Supplementmg textbooks responsi-
_bly makes it possible for the teacher go respond positively and concretely to the
’ quutxon, “Why do we have fs) do this?”

- Stippleménting textbooks attractively, effectively,-and responsnbly requues all

- of us to exercise our critical faculties, to reject more than we accept of the inno-
vative options presented to us. At a time when the profession is insisting that text- °
books are overwritten by a third to a-malf, we must be certain that we are solving

the curricular problem, not compounding it. “Eclecticism” is today’s new foreign®

language teaching watchword, but eclecticism all too easily evolves into a curricular
hodgepodge. The contemporary _challenge we face is: Dream more boldly buclm

. Plement more sealistically.
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. ¢
A major challenge of the late 1970s is to broaden ance again the sphere of forelgn
lan, influence into the elementary schools. For the past two decades FLES
_programs have been thought of primarilyas enrichment programs rather than as in-
tegral parts of the curriculum. In spite bf a surge in interest in the 1960s, FLES
programs have not bacome de rigueur in the nation’s primary schools.

Two questions present themselves. Wirst, how can the outlook of elementary
educators and curriculum ‘innovators be broadened with respect to foreign
guage education and, secondly, how can foreign language training be blended
the elementary program to support its basic goals? o

There age, of course, major problems to be solved before FLES can become an.
integral part of elementary schooling: Administrators, parents, teachers, and the
pubhc at large lack an awareness of the role foreign language instruction can play in
the elementary curriculum; not sufficient elementary teachers are trained to téach a
foreign language; and there is a shortage of appropriate matenals for teaching for-

. eign languages bn that level.

The purpose of this paper is to describé a program where these problems have
been overcome and where a foreign language—Latin—has become an mtegral part of
the elementary curriculum. X

i .
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- The LILA P:;;gram—’lheoé? to Pradtical ‘Application.

I3

. ¢ .
The LILA Progrant (Latin in Language Arts) of West Lafaystte (Indfana) was

designed primarily to increase the English vocabulary of fourth grade students.” In"

the process of program developmenga FLES techniques and, goals became a very
vital portion of the core curriculum ®¥t was found that a foreign language experi-
ence could not only fulfill FLES goals, but could enrjch and in many cases supplant
other experiénces designed for meeting language arts goals and student needs. The
LILA program confirmed that elementary foreign language stl);dy is a viable avenue

* to increased language skills and can be effectively integrated into the elem%ntary‘

school’s core curriculum. ’ J .
r L]

’ .

* Primary Obj‘ectives of the LILA Pfogram,
4

1. To extend the English vocabulary of children through the study of Latin
" roots’and affixgs. . .
To "give stude ns a new way of viewing English structyré.
To acquaint the students with common Aatin phrases. .
To acquaint students with classical culture.and its influence on the pres- .
ent. - .
To acquaint students with Roman and Greek mythology.
To monitor ‘the students’ attitude toward language study and method-

'v
»

bW

N

- ology. - d .
In addition, the LILA program attempted to provide for tye student:
. -

{. a umque language environment where the student could experience a vari-
' ety of innovative instructional materials to investigate language;
2. an additional language learnung opportunity: with ample time for indepth
* exploration and sharifg of word origins; gnd ‘
3. a series of relaxed, ungraded language lessdns where the child could ex-
amine, quéstion, and verbalize his curiosity about his native tongue and
Ian_gage in general. )

-»

. c N . L ’
kY
The experiment also sought to create a favorable environmgnt and PQyitive at-

_ titudes to stimulate further language study. Brogram planners were working in a set-

ting which included no formal foreign language instruction or experiences. Casual
inquiries revealed that of the approximately 150 pupils enrolled in fourth grade
about ten were bilingual or trilingual and numerous students had traveled extensive-
ly or had lived in a foreign country. ,

Latin as a foreign language bad special appeal, because it lent itself to English

vocabulary examination and helped with reading, language arts, arid social studies -

goals; yet it maintained the unique characteristics of foreign language instruction.

106 TN
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' The‘rgnded LILA program has been taught for the past three years to fourth
graders four elementary schools of West Lafayette, an upper middle class conr.

munity with high parent involverment and highly motivated studgnts. Classes are
taught by a traveling teacher for 20 minutes daily-in the regular fourth grade class- \
rooms. Approximately 150 students participate in the program. Fof program eval-
uation purposes » control group consisting of 135 fourth grade students.in four

_ separate “classes was established at Klondike Elementary School in Tippecanoe
County,Indiana. ~ . .

The fourth grade level was selected for the experiment because program plan-
pers felt that they had the social maturity to handle group 3ctivity with responsibil-
ity, were sufficiently advanced in reading and reasoniff§ skills, and were not too so- .

. - phistigated in social development to participate uninhibitedly in word games. The
developers recognized that classes would initially be teachencentered due to the
time restraints and that the skills and cpncept approach would be cumulative.

. From the very beginning, the LILA program has been a team effort, including
_parental involvement, Before implementing the program, parents were presented ,
with a brachure outlining its goals, materials, sample lessons, and evaluation~pro

. cedures. A public meeting was held where the program was discussed and questions
3 were agswered. This meeting was attended by approximately 70% of the parents. ~
In addition, parents received a newsletter with eachi report card listing the projects -
~  and/or activities which would take place in the next six weeks. . Parents were also .
. encouraged to send materials and to become inyolved in their child’s LILA instruc-
. tion. Last year they were shown slides of completed projects and work units. Prior
to the beginning of LILA, all fourth grade teachers were_instructed as to the ma-
terials and procedures in the project. Periodically during the school year, meefings
_ were held to confer and- to “critique” the program constructively.

2

Y

-~ L)

! Curriculum Develoﬁrngnf’ )

The program was developed over a three-year period by a team including the-

“project.diréctor, the high school Latin teacher, the LILA teachers, the LILA evalu- p
ators, and seven regiiar elenmentary classroom teachers. Although the LILA project

began 3 Al enrichmedit program stressing Latin roots and derivatives, it quickly be-

. °. damea very vital portien of the language arts curriculum. LILA was uséd for “vo-* . }
cabulary efirichment” and basic word attack skills rather than solely for teaching = -
roots and dedivatives. During the. time of the funded project, copious materials ’
were developed and effectively used Hh teaching not only language arts and social ,
stydies, but related subjects as well. I ‘ ‘.

Curriculum materials and learning strategies were designed to use FLES tech- .
niques in teaching the language arts. * LILA’s acceptability and eventual intorpors-
tion intg the fourth grade core curriculum were due to its success in meeting the

" existing language arts goals.  ° . .

/

-
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Onl’Commumcnnon‘ . <l
1. developing aural memory and aup‘l i i
2. undmtandmg the meaning of words; - ..
3. developing & code of behgvior-in listening; A
.4. . sptakihg to the class (creativé dramatics);and |
5. understgndmg the dev:lopmenf%f hﬂ;uaq 3faasr

Reading: e . T

K I . o

1. studying pictures; - ) o - 2
« 2. deygloping visual perception; e . - y
3. decoding the written word; * ’ R o s
4. developing skills in structurdl dnalysis;  ° SRR & I
5. understanding the meaning of words; . : v - )‘
6. developing reference skills using the dxcuonary thesaurusietc ~znd
1. mterpretmg Rterature.
* writtng: y )
.1. controlling wtiting movements; : ,
2. spelling; . ® ’
3. grammaticality in writing;
4, mventmg the message (imaginative stones and m&hatlve d
5
6

. Organising the message;and ., __
. improving style ‘ ) ‘ ‘\

Umt materials wefe designed to combine aural/oral repetition and a v1sua] mqdel
for retention. Mast units are introdtced by a rebus or caricature which.enables stu-
dents to idéntify tM unit and the related Latin root conoepts Studénts were intfo-
duced to Mr.Root Monster, Felix the Clown, The Insane Doctor, The Inoculating
Inspector, Spencer the Specter, and other characters.- A variety of materials and

media were selected to stimulate high student interest and to experiment with tech-
.niques not commonly used to teach vocabulary. Studems ran root relays, ‘sang

. songs, constructed\onganu projects, played games, created ariginal art work, and -
manufactured word-impression paper filmstrips with audlo eommentary and accom- -

panying drarpatics.. In addithap, they wrote creative stori , designed wordj}n'mimes;
discussed their speculations a language evolvement d explored the ruins of
Pdmpeii.

The most successful LlLA units encompasted a wide vasjety of techmques and

combmed visual stimulation with active student participation) High student interest
“was maintained by teacher ‘enthusiasm and a curriculum whidh inéluded sométﬁlg
for everyone. Many units were interdisciplinary in niture, relating language arts to
music, science, social studies, and art. Where possible, the LILA teacher assigted the
regular classroom teacher in teaching specialized vocabulary. Thé practical value of

the instruction was emphasized by teachers’ classroom use of vocabulary taught .

and by its relevance to other sub}ect areas. . '
- 8. ' ’ ' pY 4
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. ) YA ' s
In general, the entire class worked indivillally on the same praject. Additional '
- materials were prowded for §tudents who completed their projects early. “For mafny - |
projects, however, the class was divided into groups. ‘which worked on different ac-
tivities at. the same time. Daily lesson plans were flexible,.allowihg favorite activi- .
ties to b€ repeated upo‘n request. Students had a “sense of completion foilowmg a '
work unit, and in many cases they had a pro;ect or other product to take home and .
- ‘share with their familjes. CLoe ~ "
The following learning matenals illustraté the variety in work upits. ‘Strategies - -
combine classroom dlscusswn word discovery, visual stimulation, and student parti- -
dpation. Student activities mvolve listening to'a favorite jingle-or Saturday tele- "
. vision commerctql smgmg, playmg musical mstmments ‘or treatinig an ongmal lag-
. guage-art presentatlon . S. =

»

Learning Strategy A::.S&uctwA-Tmct L e

Y . » . .
a . .

+  Struct—to build , ’ . Tract—to pull Ly
. ~ . . '
, " structure - . tractor - . T " < *abstract ‘
‘constrict(ed, jon, ive} . traction v . Bextract .
. ihstruct(ed, ion, ive) *contract(ed, or, ion) , "'ﬁttract(gd, ion, ite) -~
destruct(ion, ive) *protract(or) .  * ° -~
indestructible . ’ ‘detract(ed,}lon) .
Objectives: ’ . . .
1. . To study the Latu*{ roots tract and struct and thieir English denvatwes :
2. To practice the pattern’ (pfefxx + root + sufﬁx) and to 'drill on Latin root
ldenufxcatxon
To feview meanmgs of affixes and word roots. '
_To practice reasoning skills in combining meanings of roots thh preftxg
To develop goals of oral communication in.lass discussion.
" To provide an artistic outlet.
To support reading skills and vmual perception in work pro;ects
To foster creaﬂwty, freedom and imagipation, . -

To foster pnde.m prOJect completion. . ° {

P?‘.“?‘?‘:“S"

*Activities: Length—three thn'ty-mmute periods - "
1. Students list®¢rivatives from roots. Teacher gives roots and aids students

in tddidg prefix and/or suffix. (A blackboard activity.) .
2. -Discussion 6f how root knowledge contnbutes to meanifg of word. Ex-
, phmtton in context of advanced vocabulary (‘) Students *‘guess’’ and/ .

* or discover nfeaning of new words.

3. ‘Completion of project demonstrating wgd formatxon (Thz visual prOJect

creates a mental picture for retention: tract means to pull; mucr meam

to build..). . -

Project: < R ) . S
Student is given mimeographed Na tractor anddauxiliary vehicle. He -

b} ’ . ..
“ , ‘ . ]_ &J v . . . Nt
ERIC- . LY, Lo
. »
A Text provided b e : ' '
. -
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. must follow the written duectxons wing prevtously learned Latin deriyatives
and label the parts ‘with specifically deugnated prefixeg and suffixes. He can

. ‘build any vehicle that pulls. He can be as creative as his imagination will a}-
| /\ low and'use the parts in any fashion. ' The vehicle does not have to be a trac-
' L tor. The student colors the project and mounts it op construction paper. In
', addition, he must add flora, fauna, and a homo sapien. The completed proj-
o 2 ects are proudly displayed in the hallway. A word list is attached contammg .

. the words thitun be-formed from the study foots,

*
..

T : le!nmngStrategyB

v . Kookie’Commercnais Word Origins; Advemsmg Woxd-Play .
§ Objectives: .
o »1. To dcquaint students thh the man) languages whlch have contnbutbd to
- the development of English. - .
> 4 ' 2. To develop critical skills in detecting neologisms and foreign {erds as-
. similated into the English language.
3, To practice aural/oral discrimination. - ‘
4. To support development of necessary skills in using the unabridged dic-.
tionary. ’ ¢ .
. S. To practice map decoding skills. ’ - - -
e 6. To foster responsibility in group activity. o7
. .7 Activities: ' )
- This. activity follows discussion sessions on “How new words enter Sur lan-
. iguage”’ and the use of the dictionary to determine word origins. Students are .
. ) divided irto working groups of four. Activity centers are explained and work .

s packets distributed. Students are to follow the writfen directions and to pro-
“gress through centess according to traffic patterns on the color-#oded flow”

chart (a-hippopotamus with sneakers). . .
L

. Activity A: T oAt
LI Students ex..nine number coded laminated magazme (sdvemsements and
complete. a worksheet. The worksheet asks the studerit to determine foreign
foods or products named in advertisements (e.g., zwieback, soufflé). Stu-
dents sort ads for fabricated product nanfes (e.g., Congoleum). They also
. look for products named after-what they do (e.g., Grease.Relief). When the
., . worksheet is completed, students tan go to a master board and check an-
swers. If theyJuush the adjivity before the allotted time is up they are e
» couraged to’ lgf through magazines to find thexr own examples of
categories. . . o— P

\ ;e
LT Activity B: Kookie Commgrcials oL

Students listen to a tape of Saturday morning children’s television commer- e
. cials and listen for languﬁt manipulations. They hear alliteration, repetxtiqg PR
. ’ rhyming jingles and then complete the worksheet asking for ‘words specifically
pointed out to them. (Example: lncrediblfyble Funpurger of Burger Chef;
Freakies Freakmobile; and the network promotional song, Fupshme Satur-

. day on ABC.) .. . " s .
e s 16 N
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Activity C: Dnctwury Packet
Students use the dictionary to complete listing of foreign words, theu' origi-

_ nal meaning an® their countries of origin. '(Example: Kmdergarten, gnden
of children, Germany. Others include banana, bouquet, limerick, piano, um-
brella, umpire, wiener.) Finally, students colorcode a map den tmg the
country where each word originatéd. Maps are dmplayed in the way and /«
can also be used for-an all-school buﬂetm board asking students to guess the

) ouum of words. ) . I
- ' j .
» . LeamingStrategy C: A LILA Son |
g tegy C: g |

i

.

’
3

Objectives:
1. To reu\ew Latin roots and their meanings. .
2. To participate in language word play. . .

H

. 3. To ptonde vehicle for memory training and root retention.
Content: Latin roots, /
cide - to kill ‘ mit - to sen
dict — to tell, say port — to ,
duct - to lead - script — to write T
f, fect, fic - to make * “strict —tobdild |, ~ -
gress — to step, go . R vets - to tu
v ject —_to throw— . vise — to see‘Tl l Y
- “lat. wa carry . . ‘ .tempus fugz‘t;' - ,t_jn‘e flies
- o - - p
b Activity: ' - .7 A .

Students receive copiés of a song and place it in the LILA music folder made
w1th wallpaper samples, yarn, and a hole punch. Although the students al- .«
X réady know the melody of the song, using pre-taped music or ‘Playing the
piano or another mstmment ‘(e g., autoharp, noise maker, clapping) can liven
up the singing. The music teacher can berinvo fed in this also. The song can
be used to begin a language ‘class, as a break from routine; and as a review '
exercise for root meanings. It ean be surig in founds ‘ematmg verse§ with  °
boys and girls, or each linenggn be sung by an individual. Remember: Always '
have student conductors. Keep the studenys involved. Encourage them to
“ham it up.”

(Melody: " P've Been Wo

*

Y We've been working on our English

. « All the magnum day. -
) We've been working on ‘our English
Tempus Fugit while we play.

Can’t you vise our elation

Showing in our script. :
Come weé'll shere our fabrications p
Struct. Vise. Ject. DuctMMit, ’




+ Cide have you killed?
+ Vise won't yousee? °
, Struct can you build yoursmeaning i

Port lives irt transpqrtation. o/ Q Fy, fect, fic-e-i
Vers you'll find in cohvenahonr Fy, fect, fic-e-i "(Staccato)

' . pt is in subscri onnnnnnnnn" Fy,fect,ﬁo-e-:—o—o—o S —
- s ing words as wigo. : - Makm; worduswe £0.

ct won’t yqu aay?
m" Ject don’t throw our day away.

(Sing the last two stanzasin a round,"sthclnn' sides for the second time.)

d ' o
. 7,/f’;'ogram Evaluati%n o ) ¢ .

r o Evaluation of the-u/é\ 'program has been con'tir_mous and cumulative through-
‘ out the project’s threé-year fundmg poriod. It-has facused on (1) student per-

* isstruction (affectite), and'(3) mateqals development (curriculum). Evalua as
conducted by ?imkru:tratrve personnel printipals; classroom teachers, Title IV per-
—~sonnel, foreign language specialists, and educat:ona! consurtanu and statisticians.
At the bégi
trol and experiméntal classes were given'a 74-item test orr mformation, concepts,
and kil taught in the program‘ ) .

mple item: Examine these 'words Audxtonum inaudible, aud:ence, audio- o
itual. An audlologmt is one who woulot test your Lo

eyes - st .

,cars ’ e 1

throat N o -
feet (Answer: b) ~, | - .

L
b.
¢
d.
e.

LY
y

- . .
Students al$d completed a :}O-it'e* attitude quesuonnalre soliciting their affec-

- tive responses to the instruction: . R
Sampleitems: - .o " T
" x. Ienjoy vocabulary studies, - e " . - .
’ y. [ never use the dittionary uniess I have to.

>

z. Ihke;ousenewwordsmwntmgs, e .

Statistical analysis_of the resubts conﬁrm;d that’the children in the LILA pro-
gram were superior to the children in the control group in their knowledge of lan-
guage. In addition, thost who had been in the LILA program had more favorable .
attitudes toward language arts and language learning than their control group .
countergam . .

- - formance on splcifi¢ skills and goals (ooguhve) (2).student attitudes toward the ~

ing and again at the end of each ‘school year, ; students in both con- -




-
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_ Parents were also surveyed to determint their views on various aspects of the
program. -Their responses were unanimously positive. They felt that the teachers
taught well, that the children learned a great deal and enjoyed it, that the things
learned would carry over to other classes, and that the LILA program should be
continued. Only one complaint was voiced by more than one parent: The time
allotted to the LILA program was too shost.”

' Dr. John-Feldhusen of Purdue University conducted the evaluation of the pro-
gram's cognitive and affective dimensiops. He summarizes. '

It seems safe to conclude that LILA has been developed into a first-rate in-
Mructional program. Children learn a great deal about the English language, -.. .-
they enjoy the program, they develop favorable attitudes toward language and
language study, ¥nd their parents have a favorable view of the program. The *

" program is a well-defined instrucfional system,-based on excellent matérials
and methods, which can readily be implemented in other school systems.

. ' b - A
.. Conclusion

Foreign lan'guage experience can become an integral part of the daily ele-
mentary curricilum. As foreigmsanguage ‘educators, we have a great challenge be- -
fore us to\assist in the maxsmum intellectual development of each elementary stu-
dent throﬁgh a variety of ata8emic experiences. .We can meet this challenge 5
through curriculum development and teacher teeducation. We can be the,
catalysts for involvement by re-educating ourselves and the community educators '
.%o the infinite possibilities of worthwhile foreign language study.

", ; '. -

a . : , Notss ) \
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1. The program described was developed under an Innovative Education Grant
ffom the U.S. Officé of Education, Elementary and Secondary Education Act
Title IV-C-1973-1976 LILA (Latin in Language Arts-4th-grade) Project Direc-
tor: CarmeryP. Fabian; Curriculum Development: C. F. Edwards, C. Root, O.

. Oesch, West Lafayette Community School Corporation, 1130 N. Salisbury,
West Lafayette, Ind. 47906. - . . .

2. Curriculum guides and learning strategies are available from the Indiana Depart-
ment of Public Instruction, Division 6f Innovative and Exemplary Education,
Mg.zay Lowe, 120 West Market Street, 10th floor, Indianapolis, Indiana

. 4 . . ’ N

3. Adapted from: A Curricujum Guide for-Teaching the Language Arts. Vol. 1,
1973. West Lafayette Community School Corporation, West Lafayette, Ind.

4. Special Consultants for the LILA program were: Dr.john Feldhusen, Evalua-

« tion Consuitant, Department of Education, Head, Psychology Section, Purdue
. University, West Lafayette, Ind. 47 nd Dr. Alan Garfinkel, Foreign Lan-
: guage consultant, Department of F Languages, Purdue University, West
. Lafayette, Ind. 47907. ) . ' ‘
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| TheNatmal and the N gv/mal

in Language Teachihg:: -
thre s the Dlﬁ’erence? - .

N

> WilgaM. Rivers L
Harvard University ’

.
3

.. Ihave just completed the index of a new book—a tedious task, but a normal enough "
* activity for a book writer or an editor. Is'it a natural activity? That depends on our
‘definition of natural " According to the American Heritage Dictionary (AHD), \
. one deﬁmuon of “natural” is * ‘pertaining to . . . the expected order of things.” A\
Ve Therefore, once having signed a contract which sajd that I had to make fhy own in- .
dex, it was natural that at some stage I should be spending several wéks in this
- way. . . . .
One of my early index cards was headed: “Natural language use,” whiak was
"clearly an important categogy. As I drew to the end of my indexing and.begascut-
t'mg down on redundant entries by cross-referencing, I found this caf?”‘reo\md e
. So | cross-referenced iT- “‘See Normal purposes of language.” My entry’ “Normal
. purposes of language” also has a cross-reference: “‘See also Macro-language use,”
which completes the -circle with a cross~referenoe “See also Normal purposes of
language.” It seems, then, that the mterrelanonstups of thes¢ terms need to be ex-
ammed There' should be mo confusion with “Creative language use,” which is, in .
. my , crgss—referenced “See also Commumcauon (or interaction), which has .
ntrfr ‘autonomous.” (“Commumcanon is also cross- referenoed to “Emo-

) ® -

! ‘Remed vemon of “The Natural and the Normal in Language -bearmng,”m HD °

-Brown, ed., Paper: in Second Language Acqumtion, LEanguage Learning, Special
Issue 4 (1 9 6).

- - .
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' tional factors,” “Pemdnahty of the ‘student,” and “Teacher-student relations,””a set
7of interconnections, the importance of which we will discuss later.)

Letu:look,then at themtuml the northal, and the macro, and ‘see what we ‘_

can learn from the investigatiqn. s

On looking back at “Ta.lkmg off the Tops of theu Heads,” written in 1971 Isee

that L speak there about “situftions . . . where the student is on his own, tryirg to
- use language for the normal purposes oflangque »! These normal purposes I have
) listed as: estabhshmg and mamtarmng social relations, expressing one’s reactions,
hiding one’s intentions, talking one’s way opt of t'rouble seekmg and gmng infor-
mtion, learhirfg orteaching how to do or make something, conversing over the tele-
phone, problem-solving, discussing .rdeas,,playmg with language, acting out social
roles, entertaining ot,hers, guplaymg one’s acb.;evements and sharing' leisure ac-
tivities.2 Later in the same atticle I.talk about “natural uses of l‘rgguage in inter-'

action.””® Somehow, between 1971 and 1976, Iseem to have moved over.to a pref- -

-

erence for the term “norm3l purposes ¢ of Ia language.” Twonder why. *°
Returmng to the American HauageDw_tiomry, we find “normal” means ‘son-
forming, adhering to, or constrt‘utmg a usual of typical pattern, level; or type;

... the usual or expected . . . form,” and ip the discussion of synonymss under tlus
rubnc we read: “Normal stresdes adherence to an establisheq level or pattern ‘that i u
associated yvrth well- bemg, a‘lthough based on grqup tenden r than on an
arbitrary ideal.” . g,' 4 c‘iﬁ .

* As we teach another language, or help someone learn another fanguage, it is dif-
ficult to say what is a *“natural” use of language for particular uﬁ iduals in particu-
lar situations. How are we to know what; for them, is the “expected order of
things” at a deeper, non-apparent level °sincethrs depends on such elusive factors as
personal assessment of the situation and porceived relationshipsd - This is particular- .

. ly difficult for us to divine when our Stident contes froma culture with.which we

are not mtlmately familiar.. We gust recogmze that what to oné person is “natural”

" may well be “unnatural”” tezanother, or even disconcerting or distasteful. -
+We' can,however, present, to a person from another culture what are, in specrﬁc
contexts and in certam relationships, the ‘‘established pattemsof behavxor based on
“group -tendencies.” “If our students are td function in a new: culture free}y and
without emba.rmsmg misunderstandings on both sides-~that is mamtamm;‘a sense

. of “well-being”. for thpmselves and those with whom they are interacting—they

must- learn to conform to the * nor ¥ in that cultuxe. even if it is not their own *
“naturdl.* They must be able to ise readrly and inq uhfconstramed way the usual

. @

or expected forms

Children acquiring their- mother tongu'e leam what is “normal,” rather than
what is “natural” in interaction with® qthers: As they explore the poterﬁml of the
language system, their autput is pruned and shaped by such mdu:atrorrs as “Don’t
you dare talk to your mother like that!”, or “I'}l give it to you when-you ask nice-
ly,” or “Run away, you jude littl¢ girl"”” The child practwcs the established-levels
and patterns in simulgted situations—in games, for instance, whére one child says,
“Ili be thtor,” and. another says, “I'll be the ma&nma * or “I'll be,the teach-

-
ot
. ’ !
L4 -
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b “
.
. .

3

.

-



4 ’ -
K ce 4 - \
. i [ [

. . The Nhtiral and the Normal ' 103

. N .. . B . b .

» N * )
> L] »
- N . e v .
. C L. . ')
A v
. . . 4
.
.

. .

o er” (The teacher‘m tlm game is afways a very authoritarian ﬁgure—- ‘real mean”— °
K wluch;makes it great fun thact'out.)
. -, In' our foreign-language class, then, we seek the normal We try. to create, or *
. . simula¥, likely.situations in which our students may wish to use the language, and
" we prepare them to chiddse confidently from the many possibilities within the lany
+ guage for expressing their intentions. (The challenge-for the teacher is fo make
» T - these situations seem as natural as possible.) We also prepare them to produce the
expected. (or norma'l)'responm the unfamﬂlar culture requxres These do not come
- “maturally.” -
" Christina Paulston, whc:uzzn.w up in Sweden, tells fiow on a return visit after a

number of years abroad natural” was construed as “not normdl.”® Ata
gathering in 'her home in Stockholm to celebrate an American Thanksgxhng she”™ |
‘asked her sister-in-law politely, “Do you know everyone?” to which her sister-in-laiv
replied sourly, I don’t know everyone, but if you are_asking me if I have greeted
, everyone, | have.” The sister-in-law behaved in the normat 8wedish fashion by
- going around the roony; shaking handdwith evecyone and sayifig her name aloud to
those Whom she had not previously met. Paulston’s remark, natural enough in an
American setting, had been interpreted as a questioning of Her sister-in-law’s knowl-
edge of the usual or exfpected fosms Jf behavior in-a Swedish setting. If Paulston,
returning to her own native culture and speaking the language perfectly, could vio-
late the soctal normy in this way.after a pefiod of immersion in another culture,
then it is quite appagent that the learner of Swedish as a second language will heed
nuch ¢areful prep ation in order fo eventually use the language “naturally.”
/  Letus turn fo a moment to a récent work of the British linguist, Haﬂlday. on
the functngns age fulfills for children learning the mother tongue. Halhday
' lists seven’such unctions: - the mstrumental the regulatory, the. ih‘teracuopal the
~pesathal, the heuristic, the lmagmatwe and ‘the representational. We wxll consider
each of these in turn: - . .

- Cs . .
The m.mumental (mzmpulatmg and controllmg the environment). Halli- .
day calls this the "I want” fingsion. When babies first produce one-word '
<. uttefandes like “Nan!” for “‘banana,” they begin to discover the amazing
power of language. " \ ,
2. The regulatory’ (exercising' control over others: .the-language of rules and N
' instructions). This is\the “Do as I tell you” function. “Go 'way!”
“Gimme dat!” and othe( smple orders prove'to be very effectiye in 1m-
. posing'a small person’s wul on parents-and baby-sntters.
. 3. The imeractional (language defuung and consolidating the group). This i is
-the “Me and you’ {unchon?;, the child savors the warmth of personal res ¢
- lations with utterances like “Mummy love Dacky !} v
4. The personal (language enablmg the users to identify and realize theu“'own !
. personality). Halliday cails this the “Here I come” function and we recog- . .
nize it ip “Me! Me!” or “Dacky cry!™ . )
. . S. ,The heuristic (language as a means of learning abcut things). This, the -~
: “Tell me why" function, becomes a very persistent one. I remember a .|

1

. . £




s of the speakér’s experience and that of the speech community), the inter-personal
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-

"7 % and the elophaat in the bedroom, especially when it is time for fghts to*
go out. . Y . o -
7. The representational ot informative (language ‘used to convey messiges
. about the rqtl'irorld). Halliday cohsiders this “I've got something to tell
, .. you” function to be s minor function for the child, whereas adults tend
. to think of it as theonly important language function. Certainly, in our
.+ langusge classrooms we tend to overemphasize this function, to"the ne-'
? glect of the others without which there is little depth of communication. ;
;i . - i . ' ) ]
' = .~ To thede functions of language use.by children, as outlined by Halliday, 1
. wouid like &p add: ) ] . * .

\ _ 8. The bla; Junction “(rhyming and ‘making up nonsehse words-trying out

the possibilities of the language system they are acquiring). ThisT will call-

the “Billy pilly” function. Through it, children enjoy their newly de-

"~ :veloped instrument and toy for quite & long while.: Some never outgrow

. it and ecome poets, creative writers, and memorable lecturers. '

- For the learners of a new ianguage, we must not fi rg’t: R

o b e . * r.

9. The ‘ritual” function (language défining the social group, language ad

"~. good manners). Halliday says this “‘How do you do” function seems a
needless complication.to the ¢hild, It must certainly concern glder lan- -
guage learners, however, if ,they are to experience “well-being” wjth mem-
bers of a different culture from that-to which they are accustomed. |

L (This 8 the one whi¢h tripped Paulston up on her return to Sweded.) .
. v ‘. . ¢ ) . .. . o ‘
/" These learning functions in the child’s -dEvelopment of language desewe some

"/ reflection on our part as "teachers of gnother language. Through these functions,

language takes on meaning and.value for children because f s udes. At first their
* language is functionally, simple; that is, they are expre only qne function at
any one time. - With maturity, the use of language becames functionally complex,$
with its internal organization reduced-to a small set of functional components or
macro-functions: - the ideational (the potential for expiessing a content in terms

"eraﬁonally‘relevant in contexts of situgtion).” _
: All of this is very relevant to our work in foreign-language teaching. When we
.« talk, as some do, of plunging students directly from the outset into macro-lan-
guage._use, in sink-or-swim style, in the hopes that they will somehow discover what
they need, we ignore the fact that in the mother tongue children first acquire the

(all use of language to express social and personal relations), and the textual tthe

mechanisrs Yor the simple functions, and that it is just Semuch a part of normal - .

) °' ’ ) 11’} h _.’-

%t child “'who learned i:‘u't'dul of Bngli;h by frequent use ( v
of two jons: “Whazat?” and “Whazifor?”’ ; . ,

6. The imaginative (using language to create one’s own environment). Weare > , =
. © all Tamiliar with this “*Let’s pretend” function: the imaginary companion

Y
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langugge use tosay:* “Open it,” “I'm tired,” or “‘She" s a nurse” as it is to say “Sh"
If I were you, I wouldn’t be telling everyone [ was workmg on a new, secret
weapon system!” As children gain experience in expressing Lhemselvesm the vari-

ous simple functions, they put it all together in the macro-functioris.’

Elaewhere I have used the term “micro-language learning”® for acqumng the

- basic mechanisms for the simple functions of expr;‘mng desires and needs (the in-

strumenul) giving and taking orders (the regulatory); including, excludmg, per:

suading, refusing (the inter-actional); expressing pleasure, dlssatnsfactnon enjoyment,’

anger (the personal); asking when, where, why, and how (the heuristic); pretend-

ing, supposing, wishing—the “ifs and ands” (the imdginative); describing, narrating,
explaining (the representational or informative); greeting; apologizing, asking social-

ly acceptable questions (the ritual); and playing language games. ,Such learning is

essential if efforts at macro-language use are tc be rich and expressive, rather than
searching dénd impoverished. While encouragmg our students to perform on the
macro level,'we need ta provide ample opportumty for them to acquire the means

- at the micro level, never forgettmg that the rhicro is an essential part of the macro,

while insufficient by itself.

The answer to our problems is not, then, to throw aside our years of expenenoe
in ‘helping -students acquire the means, but to develop more fully, and more im-
mediately, their confidence in experimentatioh in' the expression and comprehen-
sion of.a multiplicity of meanings through’these means. For this experimentétion
to be fruitful and to carry over into confident, authnomous, and purposeful com-
munication, ‘we need to ensure that everythigg we dg in language learning is re-
lated to normal purposes of language. (Here I refer not only to normal purposes of
the spoken language but of the-written language as well.®) ~

Let us now reconsidler “Ma¥ural ‘languagé use.”* Natural language use presup-
poses natural relationships. To return to our dictionary (AHD)? “natural: means
¥free from affectation qr artificiality; spontaneous; not altered, treated; or dis-
guued present in or produced by nature, not.... man-made.” Muchas we teach-
ers may stgive for liealthy, ynderstanding relatxonslugs with our students, these re-
lationships can be only as “natural” as the student Wants them to be or awﬂ]mﬁor
them to be. Qurs have the right to choose their friends and confidants and
l“nght to privacy umau‘nu_md associations. Im this delicate ares, we must
riever impose, buf always be open to initiatives and sensitive to approachcs how:
ever diffident. . -

Gardqer speaks of “anxiety’” in the language class asjane of the hindrances to

» motivation and achievement.'® Ttiis anxiety can result from an ovet-zealous at-
" tempt by the teacher to develop natural communication where it is not welcome or
before the student is ready for any such relaponslup Why should the teacher know -

that_the student’s father is an alcohobl, unless the, student chooses to lhare this
,problgm" Why should a student have to declare publicly that she hates all music, or

: {:m -ski for sour ‘apples, unless her relationships with the teacher lpd the *

ant such personal disclosures? In real life, the student’s “natural use of

lagguage” may “be for sudden displays of emotion, or fczr/hustlmg, rb'nd
" _ 4._-A-T,. 1:15 ; B \-‘
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bullying, all of which may run counter to the teacher’s culturally acquired sense of
social deportment and‘morality. In any case, how “natural” is the situation where
__the teacher is glways right? (He or she knoows the expressive options the language
offers-and-the, intonation and gestures for maintaining superiority while the student

is nmgnm d insecure)

If we to develop “natural language use” we take the language out of the
dassroom. We take the students on trips; we invite them home or to weekend’
camps or day -picnics; or we involve them,in some corgmunity effort. (“Com-
munity” here, as above, refers to the school community or‘the wider community
surrounding the school, as appropriate.) If these more ambitious projects are not
feasible, we resort to simpler ones: we take them into the local park to look for
as many different kinds of weeds as possible; we get them to prepare a meal to-
gether in theicafeteria kitchen; or we join With them In making posters for an in-
ternational Open day at sehool—all while using the language they are leaming. In no

. matter what way, we break up the traditional classroom relationships and build a

-different mtcncuonal structuge of working and learning together. Let us look more
closely at these possibilities. R

' *’ " The most natural way to learn a new language is to use it in some form of in-

L3

** volvement with commmunity life—within the school community itself or in the wider -

community outside the school. In a bilingual situation, this means becoming in-

volved ourselves in the community in which our students’ real lives are lived.

Natural second-language use without self-consciousness can be attained through ser-
vice to the community which earns the esteem of the community. This has been the

* immigrant way since time immemorial (the Jittle children who learned the new lan-

~ guage acted as interpreters for their paren at the bank, in the shops, with the
‘ mer) and, in this way, parents and the children themselves felt pride in their

, For older 15, a language can be practiced perfectl)" welljwhile working with

igrand_of ‘migrant children in an affer-school club or while/helping smaller cHil-

jlist to kindergarten life in a strange environment. Litle children may find
\ﬁﬂwi\r helper “talks funny,” but they adjust rapidly to this and many an adult
] “adolescent language learner has found the tolerance and acceptance of the very
""" “... young, when absorbed in mutual tasks, a low-anxiety situation for practicing
) > natural language use. Little children are uninhibited teachers who correct and sup-
ply the \appropriate word in a perfectly friendly and egalitarian way. Oider people
or‘adolesbents find this easler to accept; it is not so threatening to their self-esteem,
or to théir picture of themselves as seen by others, as it is when the correction

~- pomesffom a peer or an authority figure. s

f" "™ The problem of the inhibited speaker-(or writer) is not new. The teacher of lan-
< guage arts in the mother tongue has had to face it too, and many students have been
labeled inarticulte, or almost illiterate, for yedrs, until they found, or were found

.,

-

* sy (or write). Innovative teachers of.the nitive language have sometimes found, to
their surpripe, that all kinds of students can speak (and write) expressively when

‘ 115,
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by, a teacher who cared enough to pa&se and listen to (or read) 'what they had to
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Wey have somethmg significant to communicate and someone who carqs enough to
: pﬁtentien to what theyJave to say. Guidry and Jdnes report a course in “Cow-
- .- bey English¥ for the-“dumb goat-ropéis” or ¥kickers* from| the sffall towns.and”
rural schools of East Texas who were Considered quite hopeless in expressing them-
selves in their native English. When their energies, eathusiasm, and de th of ex-
L. . periential knowledge were given expression in a pictorial essay on the East Texas
State University rodeo (and for one student in a self-initiated account of “How to
Build a Five Strand Barbed Wire Fence in Blackland Soﬂ") it seemed they had
many expressive means at their disposal. One’ of the students identified their real °
problem quite succinctly when he said, *This is the first time that anybody ina
course like this eyer asked me to tell them what I know. »u
, \Ouvforelgn- age students also know many ﬂungs about which we know
liftle. Do we care? Too many teachers are too busy “teaching students to express
themselves” .or even “organizing natural language activities” (a contradiction in
terms) fo ever discover what their students’ real interests !and preoccupations are.
For them, student-initiated Qr student-centéred activities rare too untidy and too
“.timq-comummg.” ‘In this way, they forever bypass fenlly purposeful and sig-
nificant (that is, natural) language use.
T Here, then, in the studen{s _personal interests and preoccupat:ons we find the
source, secret until willingly revealed, of “natural” use of language by thc student.
» But discovery of this well-head is not, of itself, sufficient. For “natur language

. " use” of any authentxcxvy, the old, time-honored aytHority structure of teacher and
.~ student relations has' to be broken down and a relationship of acceptance and
. equality ectabhshed for which many teachers are not emotionally ready. “Natural

language use” ‘will ¢ome only when barriers are broken down—pride in status and
supenor knowledge on the one hand and, on the other, defensive at mpts to please,
to succeed by giving what the authority figure wants, and to hide pne’s weaknesses
and one’s real feelings. One cannot mandate the breakthrough i trust and confi-
dence which permits genuine progress in communication in any language. It may
come with one group; it may never come with another. Teachers wio seek “natural
language use” in their language classes must decide whether they are ready or will-
ing for such an experience. ‘
« When we speak of “natural hnguage use’ "Sor using language for the “normal™
purposes of language,” let us fully comprehend the dlffere . We can all promote
normal uses of language in our classes. This, of itself, is a éhallenge Some of-us,
some classes, will see the flowering of “natural langusge use’ if we are psy-
chologically willing and prepared for the change in relationships which it will bring.
At least, let us recognize the difference and the value to o T stud;nts of each ex- .

perience. . | .
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In recent yearg, the professed objective of forelgn lang\xage education has shifted
" from the narrow-concern of developing the linguistic competence of the learner to
the larger concem of developing the language learner as a whole person who parti-
cipates in a wide variety of social relationships with others. The idea of teaching
for commumzatwe competence is central to this concern with developmg ‘the whole
learner and stems, in part, from the failure of trndmotﬁl programs to provide even
good language learners with the skills they require to carry on 4 genuine conversa-
.tion with a nativd speaker. However, the notion of communicative competence
. adopted by ield has taken little account of the process by which a learner
mmunicates effectively. |, o -

Our profession has talked about teaching for communicative competence, but
we have not described clearly enough what it méans to “function in a truly com-
municative setting, that is, in a spontaneous transaction involving one or more per-
sons.”! For want of a thorough description of second’ language communicative
competence, we have all too often added the notion of sociolinguistic campeterice
(knowledge of sociocultural rules for language use) to lmgunsnc competence and-
“called this amalgam communicative competence.

In attempting to define communicative’ competence ina second language, we -
should consider the findings. of developmental psychologists concerning the de-
velopment of first language communicative competence. In a series of studies,

. Flavell and colleagues,? as well as others, have found that the ability to adapt one’s

* A\ *
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| communications to varying listener requirements emerges at a later age and dovelops
At 8 mare gradual pace than linguistic competence. *In addition, the findings of oth-"
eifresearchers working withfn a cognitive developmental framework suggest that
. Jdults vary considerably in their ability to devise and make use of communicative
. strategies in their dative age which age appropriate to'different dituations and
offective in’achieving their desired goals.%-In atlier words, it seems that all persons
. are not equally communicatively competent i their native language, even though
. . they niay be linglistically and sociolinguistically-competent. The ability to adapt.
+  one's language to changing inferpersonal conditions appears to d;ﬁ%ﬂd.‘iot only on
,one’s knowledge of the applicable sociocultural rules for language usage, but also on
ope’s gbility to take the perspg?:tfve'of the other person.’ S .
) . Comsider the situation of a prospective teachér interviewing with a principal for
+ 2 rare job opening. During the course of their dj ion, the prinﬁpal asks the
teacher how he feels about the new trend towards Mmdividualized clissrooms. The
a  principal’s words seem neutral—they don't say anything about he feels about
individualized instruction, either as a person oy as a principal™#is tone of voice and -
Yody posturé offet some clues as to his real thoughts.and feelings, but their message
is Dot clear either. The task confronting the prospective teacher is to assess the
principal’s point of view before answering his-question. He must take into account
the principal’s words, his nonverbal communication, and how a persof with the role
of a principal might feel. The teacher has several considerations in ‘constructing his
_roply. He must, of course, produce proper English sentences in a register appropri-
ate to the interview sityation, but he aldo, needs a strategy which will help him
schieve his communication goals. If the teacher senses that he ‘and the principal

’0

~

‘agree on.individualized classrooms, he Will want to let the principal know ‘that t}:? o

r- share this view: On the, other hand, if the, feacher senges djsagreement on this spé-

“ .+ . cific itsue, he can state his view more effectively by searching for a related area of
ment, such as his understanding ‘that the principal values a teacher’s responsi-

bility for his own Cl&SSl’OO{n, and then approac{x the issue within this.new. context. ~

. In choosing a strategy to make the communication of his real beliefs and feel-

. ings more effective, the teacher in this example must take the principal’s perspec-

’ tive -into accounts*We will generally refér so this process of taking the perspective
of another person as empathy. -Our use of the term empathy includes ;*all the intore
pretive firocesses by which*a person repr&_fﬁs another’s %?”cﬁy’v or point of
view ofl a situation.”® As our examplé'demqnstfaies, empathy is necessary for
communicative competence. Wit.houf some degree of empathy, individuals would ‘

- - usually respond inappropriately to the demands of communicative situations. Given *

, ( “complete” repertoire of“ll the appropriate linguistic and sociolinguistic skills, 8
petson, withoyt empathy would still be unable-to defire from a mutual perspec- -

., tive (that of the other petson as well as his own), what the partigufiy interpersonal

. cbntext was find what kind of language it required at a specific momgnt in time."

-Hence, a pesson would not know which sociolinguistic rules applied to. this situs-
" dion. He would be doofned to respond torothers from his own perspective, thagis,

4 ’
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] Bridging Individual Differences ll-l ’
; fmm‘ﬁs own framework 'of what behaviors or messages were appropnzte without
regard to the dther’s erpretations of the nature®f the situation. )

What we have been discussing is the problematic nature of human communica-
tion. There is always some degree’ of’ ambiguity, concerning what an individuat
should sgy in a given circumstance, even though-he knows how to say anything. Be
,cause we are not “able to participate duectly in the experiential world of the other
penon, the precxse relationship between our own and the other person’s definition
of the communicative situation and its respective roles car never be known with
absolute certainty. A gap is'likely to exist between our own definition of the sit-

. uation and the other person’s because each of s perceives the world somewhat dif-
ferently. , Thus, while we are destined to comfnunicate with others without assur-
ance that our perspective is fully shared, empathy helps us to bridge sur mdmdual-
itles - by permitting us*to antlclptte those experiential' similarities and differences
which are relevant to the communicative situation. ‘At the same time, the level of
empathy a person has is itself an mdmdual difference. People differ in their abil-
itiesto take another person’s persyective.” ’

. As we have seén, communicative interactions are always amblgu even when

. the participants have the same native language. The' situation becon% evern, gore
ambiguous when. the participants have different native languages and are members
of different culture groups. There are subtle differences in word connotations. The

ings attributed to non-verbal hehaviors by the different cultures may be at”

. Stereotypes will often govern the participants’ reactions to each other. And
there may be a slightly “off” or disharmonious quality to the interaction. Although
the participants would appear to be having a “riormal”’ conversation, if asked about
it they might admit to wondenng if-thétrideas had been_understood in their full
complemty . N

Ous second langnage learners, therefore face a dlfﬁcult task in leammg how to
interact with native speakers Interpersonal interactions will range from the highly

. structured situation in which both participants share clearly defined roles, such as

when buying-a train ticket fram Barcelona te Madrid, teuthe highly unstructured sit- -

uation in which neither part:c:pant has a role cteaﬂy spe nedzhy the culture and
context, such as in the case of Thaking 3 friend. Althougl3émpathy is essential to
bemg able to participate fn alt of these interactions becaiise.it reduces the ambiguity

" of the situation, the less structured the situation the more empathy is roquu'ed A

student would be able to participate adequately in a highly structured interchange

. thhout consndenng any mdmdual jgnificance the other person attaches to the sit-
uation, but the student stnﬂexxble messages would be truly limited form of “com-

municative competence » . oo

In a real sense, the ingdividual partncnpants in natural conversations need to con-
tinuailly creaté whatever structure the muatlon\has for them through mutual per-
spective-taking. Since langudge learners are genetally ill-prepared to prowde suffi-
“cient structure for their conversations with native speakers, meaning is often lost
and communication fails. . | .

- . .
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One of the roies, then, of the second language teacher, is helping students to be-

come more competent communicators, by increasing the level of empathy they emr
ploy in their conversations with others. - ﬂ'&-\t,«it?_s -

A
Increasing Empathic Communication Skills |

.
>

In recent years, counselirig psychologists have devel ped training programs to
increase an individual’s level of empathic communication. These programs have °
helped counselors, teachers, paraprofessionals, and other groups to addpt their com- -

Jmunication successfully to different individuals and changing circumstances. Pro-

grams based on Carkhuff’s Human Resource Development model are probably the

most widely used.® At the core of Carkhuff’s model is his scale of Empathic Under- :
standing in Ifiterpersonal Processes (Empathy Scale).? The Empathy Scale wasde- ¢
veloped from Carl Rogers’ original ideas concerning the importance of empathic
understanding for good human relationships. The E athy Scale distinguishes five

levels of empathic communication. Abundant rese by Carkhuff and others has
shown that more effective teachers and counselors'tend to communicate at the
higher levels of the scale. : . ..

A modification of the Empathy Scale for language learning/teaching is described
below. -In this version of the scale, only the first four leVéls of empathic communi- - *
cation have been retained because the fifth lével is rarely achieved outside intensive, o
psychotherapeutic relationships. ’ .

Each of the following scale levels describes the arount of empathy a person
communicates when responding to another’s messdge: '

. ) \ , .

- Level One: The verbal and non-verbal messages of the person either do {
not attend to of*mctﬂsigniﬁcantly from the verbal and non-verbal expres-, ~
sions of ghe other, person. They communicate significantly less of the other’s

seelipgs And experiences thagrhe has communicated himself.
. . . N e '

. At this 1Evel, the respondent communicates no,awareness of even the most obvious,

expressed surface feelings of ‘the other person. "He appears torbe operating from his |
own preconcgived :framewof refergnc:e which totally-zxclu&s that of the other -
. person. . . 3 , ' . . ‘ »
LevePTwo: While the: perso “fesponds to _th: expressed feelings of thy’
- other person, he does so in s}xcha way that he subtracts noticeable affect and
+ content from the other’s messages. , o
| . - '

At this level, the respondent may communicate some awareniess of obvious surface
feelings of the Jther, but his communications drain off the affect and distort the
meaning. The responflent may communicate his own tdeas of what nfay be going _
on, but these ideas are not congruent ‘with the expressions of the other. -
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- lml 'l'hree The messages of the person in response to the expressxons of
the other are.essentially interchangeable with those of the othet in that “they
express essentially the same affect and theaning. l« L
At this level the respondent comumunicates accurate understandmg of ‘'the surface
feelings and manifest conterit of the other's txpressions, but he may not respond to
or may misinterpret the deeper feelings and latent (impHed) meanings of the other.
The respondent’s messages clearly- take into account the unmedlate frame of refer-
ence of the o;her person.
* Level Four: The responses of the person add not'xc" ly to the expres+
*  sions of the other person in such a way as to accurately express the feelings
and expenences of the other at a level deeper than he expressed hunselt‘
At this level the respondem J)rmnumcates his fuller Junderstanding of the expres-
sions of the other which cither follow fmm or ahticipate the other’s deeperJeelings
. and latent meanin The respondent’s messages’emphasize the significant indivi-
+  dual meanings attakby the other to Lis own experiences and may reflect a larger

perspective shared by both, persons. .. -
The followmg mustr' responses at each level of empathic communication:
. ’ o

_ “How come you d;dn t meét me for lunch yesterday like we had planmed?
’ I waited an hour and g half.” - .,
.- Level One: “How was the food at that restaurant?” : .
’ Level Two: “So you’re annoyed because you got back to work late.”
Level Three “You must be pretty angry at me for not showing up’”
Level Four? “You’ re angry and disappointed with me for not showing up.
N Our- friendship -must really mean a lot to you if*you waited
so long.”

- .

As can be seen from the operationdl definitions of the scale, each level of em- -

pathy deals with both the affect and content (meaning) of a message, the verbal
and non-verbal aspetts of a message, and the dual perspectives of sgif and other
which are reflected in the message. .-

' Questions that m:ght "be asked when trying to achieve more empathic commun-
ication with another person include: How might I Teel or t}ungor act in tHis situa-
tion if I were the other person? How might the other person perceive my role in
this situation? In particular, how would .my feelings, thoughts, or actions differ
from rwhat they are if I “stood in hisfshoes?” What information is available to the
other”, person about the topic of discussion or our relationghip that s, not avallable
to me, and how might this.information affect his attitudes and beliefs?’

fhree related mental sets are helpful in answering these questions and in achiev-
ing high levels of empathic commumcatmn First, we must temporanly suspend our
“evaluative reflex,” i.e.;. dur tendency te prejudge the actions and messhges of the
other person as “‘good” or *“bad” before we have received rguch information about

3
i
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bis standpoint, and then to mold our entireimpression of the other to conform
- to this evaluation. Ifllead, we should approach the communicative situation with a
neutral stance towards the other, a stance that can be altered when sufficient infor-
mation about the other’s views becomes available. Secondly, we must avoid label-
ing the other person in terms of cultural steréotypes—we certainly do not perceive
ounclves as the “typical” American with “typically American” characteristics! We,
should attempt, likewise, to understand the other person’s expressions as those of
an individual human-being who probably shares with us many of our neéds and cor-.
Giims, but whose experiences are probably at the same time in many ways unique.
Finally, we should be alert to what is rot expressed by the other in so many words,
but what is only suggested or implied by-the way in which he is expressing himself.
This would include careful atteation to the tone of voice, voice inflection, facial ex-
pression, -gestures, and posture. .. s . s
The empathic messages which follow from these mental sets may be constructed
in many forms. Howeyer, three response modes—clarification, ontent reflection,
and feeling reflection—have been found to be very effective in/communicating em-
pathy to the other person. Mdrshalling these.response modes in the service of em-
‘pathy is relatively easy for students and teachers once they really understand the
rationale for these response modes and have practiced using them in conversation.
Clarification is used to sharpen your understanding of what the ‘other person
" means by verbalizin‘g what you think the other person is trying to s‘a.);' “This re-
sponse invites the other to clarify any misinterpretations you may have formed.and
shows him that you are open to his’ perspective. A clarifying response to “My
;. parents shouldn’t have to work so hard. I’'m not worth that much effort just to keep
" me in collegs”, might take the form of “You mean that your parents are sacrificing
too much to kéep you in school?” ‘
In content reflection, you paraphrase what you think the other person means
_and “reflect” it back to him in a tentatige manner. This response permits the other
to/ elaborate the import of what he was sdying. A possible content reflection re-
sponse te “This summer we’re going to take a.driving vacation\hrdugh Massachy-
setts, Maine, and Vermont”* would be ““Oh, you’s¢ going to visit New England.”
Feeling reflection is a response used to facilitate the expression of highly self-
relevant viewpoints by the other person. In this response, you try to verbalize artd
reflect back the other’s basic feelings or attitudes. While this response is sjmilar to
the previous one, it differs from content reflection-by focusiog on the feelings un-
derlying the content of the message. Feeling reflection is usedin the/p\llowing in-
¢ teraction: ‘ : L

v .-
' .- .
 “I expested to make some new friends when I moved to this town, b
30 far'I've stayed home alone every night”” " . -~ :
“You're disappomated that you haven’t made the new friends here that’
* .you-had hoped for.”

Notice that in each of our illustrations t};e response evidences a high degree of
A Y
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einpathy. However, the response modes of clanﬁcauon, content, and feefing re-

flection may or may not be empathic depending on-the criteria th: met at eadl

level of the Empatl%y Scale. Only to the extent thatafesponse accuiately repre-

sentsf the penpectrve of the other pesson can. it e considered empeth;c '
. communication. -

It goes without saying that unless these communication response modes are used
pnninely they will sound hollow or even mechanical, no matter how accurately
empathic ‘their construction. Conscqﬂtmly empathic communication must by built
o an authentic respect for the” other person and his perspective. Otherwise, there .

# " is 2 “coldness” in the message which guarantees the other person will be put off.
C some of us may be “bom empathic commurucators most of us require a -
pediod of defiberate practice usurg the response modes to achieve high levels of em-
thy before empathic communication seems entirely *‘n¥tural.”

" Several complementary methods hdve proves successful in mcmasmg a person’s
Jevel of empathic communication. In didactic methods students are told about em
pathic communication. First, the general nature of empathy is explained. Then the -
Empathy Scale is described and illustrated. Fmally, students practice discrimipat- ~
“ing, formuhung,, and communiéating erhpathic responses. In experieiitial methods
: students expériegce empathic communication by role-playing vagjous life-like situs-

- , tions in dyads or triads. Feedback on a stydent’s performance can then be offered
by a. s@udcm observer, the teacher, or the recipi¢nt of the empathic communics-,
. .ﬁon A third instructional methad, that of modeling, is perhaps the most itpor-

- tant.  Ip modehng students increase their empathy by obsqrving the teachér ora  °

’ peer who ' communicates empathxcally with them. If enipathic communication per-

meates the teacher’s daily interactions with his students, studens empathy is likely
to grow. The madeling of a highly functioning teacher i3 especially important, be-
cause students are unlikely to.reach levels of empathic communication greater than
their teacher's.

L

Empathy and Second Language Communication ‘ S~

4 '
oo ) N

LI Increasing the student’s empathy will lead to more effective sécond.languay
. communication in several ways. First of all, empathy tends to limit the use of cul-
tural stereotypes. It would call on the language learher to approach the native
sgeaker as an individual who alto happens to be a member of a different culture
group. 'Reducing cultural stereotypes has often been cited 8s an Tnportant goaI of
_ foreign language tedching;, empathy trainiing is one medns of helping to achieve this '
. gpl . ) , ..

A second benefit“to the language learner would be an increased ability to Jmopni-

,tor the reactions of a native speaker during a conversation and_thereby obtain feed-
itk as to whether his message was understood exactly as intended. He can then .

. ulilize this feedback for sélf-correction. Helping a student b learn how to help him-

" self i more 9ffectwe than {rying to anticipate all the ways in which he might be

e

i
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mismdmtood by a mmve speaker It is inevitable that students will sometimes be
misunderstood, but it is how students deal with this rmsundemandmg that will in
targe part determine how communicative they will be.”
" Finally, not only the student, but the native speaker as well would be forceg
s- . to consider Wwhether he is being understood. The empathic language learner will not
" only approach the other person as an individual, but he will also expect the other to
do likewise. In Other words, thelanguage learner will not allow}umselfto be ap-
proached ina stereotypical manner. By using empatluc communication, the lan- .
guage leamer will be conunumcannlgawhat his understanding of the othe? message g
is. .If this understanding does not tch The speaker’s intentions, th¥§peaker will . -
know thathemustmakechnngesmhumgssapsmordertobeunderstood. are &
. well aware of instances where a perfectly practiced “Panion, monsieur. yous
me dire ot se trouve la cathédrale?”- (Excuse me, Sir 'Can you tell me whefe to
find the cathedral?) elicits a long list of directions which the traveler cannot pro~
cess. A student who has practiced empathlc communication might respond by gsk-
_ ing “Vous voulez dire que la cathédrale est & coté de I'’Hotel de Ville?” (You mean
- the ¢athedral is next to the City Hall?) instead of"a polite but helpless “‘Merci mon-
*  sewr.” If the student has misunderstood and the cathedral is really on the other
_side of town from City Hall, the native speaker will have to try and give the d%- '
tions again, focusing on the point the student has misunderstood. When the .
guage learner comshunicates a misinterpretation of the native’s message, the native
is then forced to attend to the communication process itself. The native is thus
less likely-to take for granted éither that his own cultural perspective is shared by ,
the language learner or that stereotypes concemmg the language leamer’s cultural

. group are applicable to this particular in . Instead he is encouraged to, facili-
tate the communication process by adapting 8 communication so that the-lan-
guage learner will undeystand.

- A focus on empathic communication in the classroom calls for an emphasis‘on
the meaning the student intends to communicate rather than on the grammatical
comrectness of the student’s language. When the teacher cannot understand the's
dent’s intent, he should attempt-to clarify the student s message by reﬂectmg back
his understandmg of it. For example " N 4

-
~

t Student: *Je vais au cinéma :amedl dernier. (*1 go to the movie last Satur-
dsy.) "

Teacher (clarifying the student’s message): Tu veux dire que tu es allé au
cinéma samedi dernier? (You want to say that you went to the movie
last Saturday?) -~

Student: Oui, je suis allé au cinéma, et jai Vu un trés bon film. (Yes, I went
to the movieand I saw a very good ﬁlm) '(

Students should also be encouraged tg use empathic respome; when they do not
understand either the teacher’s or anothr student’s message:

124
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Teacher: Sus reportes orales serdn presentidos la prdxima semana. Quiero
que deécidap en qué dia dardn sus presentaciones. (Your oral reports will
be presented the next week. I'want you to decide oh which day you will
give your presentation.) -

. Student (reflecting the content of the teacher’s message): Tenema: que pres-
enigr los reportes la semana que entra. ¢Entonces tenemos que decidir
cual die cada uno de nosotros va a presentar? (We have to present re-
ports néxt week.: Then we have to detide on what day each one is going
, 10 pfesent? ) -

Tuchu Si,-pero no mids podemos tener cuatro reportes
we can only have fourreportsaday)

dia. (Yes, buﬁ

(Two students in-a role-playing situation.) .

bdse, weil ich zu spdt heimgekommen bin. . (Y ou are with me™be-.
cause | camehome too late.) . -

In each of these cases, empathic resp nses were used to facilitate unimti%a.
[N N ~ / =

Conclusion
. v ©

" Empathy is essential to all human communication because it reduces the am-
biguity of the situation for the participants. Interpersonal interaction is éspecially
problematic when the participants are members of different lariguage and culture -
groups. In such circumstances, misinterpretations are likely to occur because the
participants’ perspectives will differ on both the group and individual level. Helpmg
our students develop their potential for communicating empathlcally will give them
a powerful tool for sorting cut and reconciling these differing perspectives. Our stu”
dents will increasingly understand speakers of other languages as members of a dif-
ferent culture and as individuals. .This knowledge will allow them to adapt their
mestages to achieve their communication goals. Thus, two of the major objectives
of foreign hnguage education—cross-cultural understanding and communicative
competence—will be closer to realization.

Notes . :
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Commumcatlon-Based

Beginning College French:”
An Experiment . , s

~ * Pad

Elizabeth Leemann . ) '
*  Lynn Waverly ) LN
University of Illinois, Urbana ’
. - )

It is no longer “news” that the trend in foreign language education has shifted
+ away from rote memorization and patterned behavior towdrds meaningful and
spontaneous communication, with particular emphasis on the kinds of linguistic and
cultural awareness which must underly apprgpriafe use of a foreign language in con-
text. As welcome and refreshing as these changes have been, we suspect that many
foreign language teachers, especially those of us who teach in public institutions,
have witnessed them with mixed feelings of excitement and frustration. For despite
the stimulating variety of new approaches and techniques designed to make lan-
guage learning more meaningful, more relevant, and more culturally aythentic, most
of us are still required to @perate within constraints which seem to leave us Little
time for any activities not directly aimed at preparing our students for the next
exam of the next course, or just covering the required number of pages in the text-
bpok. So we settle for adding a role-play here and a game there, trying out some
free conversation in the rare moments when we feel we can afford the*time, and
#ping that these occasional strategies will get the point across- to our students that
“grammar” is not all there is to language learning. .

It was this apparent conflict Between the exigencies of an emtu;g foreign lan-
ghage program and the current interest in communicative, studentcentered ap-
proaches to language teaching which prompted us to design a beginning French
course which is now being taught as gn experimental section of Frerich 101 at the
Univensity of Hlinois. Our starting point was Sandra Savignon®s 1971 study on com-

*
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municative competence.! Like Savignon, we felt that real communication Eould—
and should—be the central focus and goal of-language instruction from the first day
on, and that Aassroom activities should reinforcE the. students’ awareness of the
foreign language as a means of communicating. But whereas Savignon’s experi7?nt

. involved one hour a week f communicative activities with students who were{con-
currently enrolled in regular, 4-hour-a-week sectichs of French 101, our project was
to set up a single 4-hour section in which the students would acquire the necessary
clements of fgrmal grammar and be actively involved in communicative use of
French. ' ' . )
Although we were given a free rein by the French Départment in terms of ma~
terials, me , and testing procedures, and although we knew from the start that
our 101 stu(rnts would have thg option of taking our section of 102 in the spring
semester, we assumed that our students would at some point be mqving into “regu-
lar” Frenchf dasses where they would need a knowledge of formal grammar com- .
parable to that of their peers who had been in “regular” sections all along., (The
regular 10} curriculum, like that of most univegsities, stresses formal grammar and
‘follows a father Strenuous syllabus based on the ‘textbook.) With this in mind, we _
. decided td use the same textbook as the other sections ofvFrench 101 and to ad-
minister the departmental exams—at least as a geheral indication to, us of how our
students were, faring in the area of formal grammar ascompared to students in other
©- gections. i , . o,

g addition te defining a class structure which would effectively integrate formal
grammar with actual communication, we gave a great deal of thought to the affec-
tive factors inherent in a language-learning situation and to ways of creating a re-
laxed, supportive atmosphere in which the students would feel free to express their
personal concerns and ideas. We were also concerned with making the class suitable
for people with varying amounts of previous expdsure to-foreign languages and with
significant differences in background, interests, and learning styles. Finally, we
searched for evaluative procedures which would adequately convey our priorities to
the students as well as give us dependable measures of the students’ competence
to communicate in French. :

Course Structure -

rd v
 The experimental section, like all othér sections of French 101, meets four days
a week. The first and third days of this sequence are devoted to structured activities
asimed directly at developing linguistic competence: grammar presentation and ex-
planations, exercises, etc. Thé second and fourth days are reserved for #gommuni-
cation activities™: role-play, cultural simulation, guest speakers, games, discussion,
etc. Once a week there is a coffee hour for any of the students who care to attend.
Each student is required to keep a notebook in which he records all new vocabulary

and structures which arise-during the “communication” activities, as well as notes -
on grammar, cultugal notes, corrected papers, etc. The students are encouraged to
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* view the notebook as they would a textbook which they have helped to write. Once
a week each student turns in some individual written work on a subject of his
_choice, as long or as short as he wishes it to be. (The contributions have ranged
from a two-sentence description of the weather to a rather ambitious attempt to
translate a favorite poem.) The written work is ungraded. It is read, corrected in
pencil, and returned with a written personal response in French to what the student
has said.

Our division of the course mto two components, one dealing with formal gram-
mar and the other with communicative actMtxes is supported by a model of lan-
guage learning proposed b Steve Krashen, who suggests that adult Language learn-
ers develop and apply twd linguistic systems, one of which is gcquired (as children
acquire their native lmg\ZZe) and the other leamed through a conscious, cegnitive
process. Our purpose in the “‘grammar” component of the expéti al.courseis
to help the students develop a learned system, while in the “comm ication com-.
ponent” we try to structure an atmosphéu’Wiuch provides the lanéuage environ- -
ment, motivation, and affective support flece for language acqulsxtmn to take
place. Our working hypothesis is that, as stu develop a cogritive awareness of
the structyre of the French lariguage during the “grammac” sessions, they will use
this .information to nonitor their production and that of other students during
“communication” activities. Likewise, through the acts of listening apd speaking in
French, they acquire some ability-toyunderstand and use the language effectively.
This, in turn, will help them to g'rasp?ne‘ rules of grammar as they are introduced.

-

- Teaching “Grammar” -

As might be expected, the most difficult part of the course to date has been the
necessity of compressing into two class hours the amount of grammar which is be-
ing cavered in four hours by other 101 teachers. In order to streamline grammar in-
struction, it became essential to establish priorities and determine which gramsmar
points should receive in-depth attention in our very limited class time. The first cri~
teion is the degree to which a given structure facilitates communication. "This de- -~
pends on the frequency with which 1t is likely to occur in normal conversation, the
extent to which conversation is hampered without it, and the degree to which mis-
takes are likely to interfere with comprehension. To take an obvious example: the
past tense of verbs is virtually indispensable in normal conversation, and the inabil-
ity to use it seriously limits one’s ability to furiction in a conversational situation.
The use of the wrong participle or auxiliary can make an utterance very difficult to
understand. Furthermore, the distinction between the French passé composé and
imparfait, which can significantly alter thé meaning of a sentence, presents consid- .
erable difficulty to speakers of English, to whom this is a foreign concept.

This brings us to a second criterion: the degree of difficulty which a given struc-
ture is likey to present to the students, particularly at the eognitive level. If a point

> of grammar needs explanation beyond ghat given in the textbook (either in the stu- *
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dents’ judgment or n our own), then it is discussed in class.: Once the students un-

_ derstand any given grammatical structure or concept, we assume that further prac-
tice will occur.in the communication activities—or if it does not, that the structure
in question is perhaps less essential for our purposes than others which are arising
with relative frequency in the communicative context.

" The point of this kind of discrimination is not only to increase the students’
communicative competence as rapidly as possible, but also to help them establigh
priorities of their own in terms of what they need to know in order to express them-
sefves. Most of our grammar-based textbooks and testing procedures do little or

’ nothing to help students recognize that, if communication is their aim, there are dis-

. tinctions to bé made between grammatical points which pust be mastered for a
minimal level of self-expression and those without whiclf one will not be a fluent
speaker of the language.> The implications of encouraging student awareness of
these distinctions are particularly important for'motivation. The students in the ex- -

+ periméntal class have shown remarkable willingness to take on very ambjtious gram-
mar lessons in terms of beth quantity and difficulty, provided that the ;ﬁ'uctures

) pmented correspond to a felt need for expanding their ability to express themselves
in Erench.

. L

-

Communication: Context and Occasions S

. v

Our main purpose in the 'communication comporient of the course is to involve

the students in active, meaningful use of French, both as listeners and as speakers.
This means that we must not only provide occasions for authentic use of French,
but also create the kifid of positive, supportive atmosphere in which students will®
feel free to express themselves. In trying to establish thiskind of atmosphere, we
were significantly influenced by the Community Language Learning'(CLL) approach

~ to teaching, developed by Charles Curran.* The CLL model stresses the develop-
—  ment of a non-compgtitive “community”” of learners who are supportiye. of each
other and committed to the learning process within the group. The students eng'ég'e

in conversation with each other on subjects evolving from their own concems; and

instructor assists them in expregging their ideas in the language being learned.

of our first concerns, then, # to eliminate competitiveness in the classroom -
and fo esmblish an atmosphere of cooperation and mutual support similar To that
proposed in CLL. To some extent, this climate tan be built-up through certain '

. kinds of activities: working in small groups of three to four students, for example, *
or sharing views and-information on matters of real personal interest. Acfiye en-
couragement of student-to-student communication, we find, not only increases the
amount of student participation in class, but is absolutely essential in developing
« . group solidarity' and an attitude of mutual acceptamee among the students. Ideally,
as we see it, the students should work together as a class or in smaller groups, with
the teacher present to give help as needed, but not as the ceater and focus of all

classroom activity. - o . . )
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In ouf attempt to increase student-to-student communication, we have been’led
to think about the teacher’s function in any activity in terms of the question, “Is
this sometl’ung that only the teacher can do?’ When it is not, that function is
turned ovér to a student. We have found that when central functions, such as calling *
for reports from problem-solving groups and moderating discussions, are performed
by students, there is generally more active participation from other class members.
We have also found it helpful for the teacher to vary her positign in the classroom—
e.g., to sit among the students when a student is leading the class, or to move
around the outside of the circle of students dusing a class discussion, as in the CLL
model. -

Whatever the activity, each student’s contribution is accepted and respectah-
and there are no interruptions for frammatical corrections. On the first day of -
Cltss, the students were taught a number of expressions like “Commient dit-on en

js. . .?" {How does one say ih French...?) and ‘Je ne comprends pas” (1
don't understand) which make it possible for the class to keep moving in Frénch.
Syd.ents are free to request help when neededbusually by asking._ “Comment dit-

.?” Questions are answered as mmply as possible, with direct reference to the

'student s immediate communicative need and no further expldnation is given unless
the students specifi€ally request it. If one student’s idea is not getting across to oth-
ers, someone will genemil)’ say, “Je ne comprends pas,” and it is ‘often a-second - ,
classmate who reph:ases and clarifies the idea. There is a tremendous difference
" here between a correction of grammar and a clarification of ideas. The former car-
ries an inevitable undergone, *‘I can speak French better than you,” which leaves the
corrected student with the feeling that, at least in 'French what he has to say is only
of secondary importance. The latter conveys the'message, “We are listening to yéu
and .want to understand what you say.” Itis not that mistakes in grammar do not
“matter”; rather, it is that linguistic accuracy i a means to an end, namely com- -
mumcauon and our primary concern is the end rather than the means. Bemg un-
derstood by others, moreover, is a deeply satisfying experience in any language, and
it certainly provxdes a more meaningful—and less threatenmg—motwatxon than, does
correction. -

Many of the communicative actmues are structured enoygh that the students -
are able to proveed with little assistance from the teacher, Others allow the stu-
dents virtually unlimited freedom of expression, with the inevitable result that a
great deal of help i» needed. The mdre challenging the situation, of course,-the more
. frustrating it is to the students to be deprived of the facility of expréssion which
they have in their native language.« In such situations, some time is reserved at the *:
end of the hour for discussion in English. Usually, some words and expressions hawe
emerged which the students wish to have written on the blatkboard and expla;'ned.
Equally important, they are encouraged to express their reactions to the experience
of having to communicate in French. This-n provides an outlet for feelings
of frustration, anxiety, or whatever, But also glveli dividual students a chape¢ to,

e

realize that théir reactions aref shared by other cl3 members and accepted ¥¥ the. .
teacher. Not infrequéntly, the comments of the stuSents bring new insights for the *
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’ .
A #

' 136u. - : .




, mdmu well, and provide cues for Yurther planmng. . C . .
A few of our activities age “ditected less at French per se’than at an awarepess a{{_’:
what language is and what anguage learning mvolves After a visit from a Fr
woman, d\mng which the Students spoke with heér in English fo
_ we discussedin class their reactions t¢ her sotewhat less than’ yént English speech
(This took place with our vjsitor's consent, aithough she was fot present for the dis-
cussion.) The class unam:n]%hsly found hey English “very gdod,” despjse her heavy
,* accent and often faulty~grammar. They then agreed that, althougkthey were quite
J eomfombje in hearing foreigners speak imperfect English, they’ were much less at
-eafe with thﬁ@ea of speaking a foreign-language imperfectly themselves. This dis-
-~ . cossion not only hélped the studgnts to clarify their goals as language iearners and
pravided an opport r. then to share some of their anxieties about speaking
‘French, but also he em accept the limitatioris that any beginning language
- learner fatesin a communicative situation. .
g Genenlly, however, our first Gonsideratton'in choosmg commumcatwe actmtres
{ is that each activity must provide an occasion for authentic use of French. "This
) doos noj mean that structured situatiogs such asgames and role-play are eliminated,
«+ *-"30 long as they provide the sfulents an gpportunity to conyey i French ideas
. of their, own. ; A«game or role-play tion can be a*valid occasion for yerba} inter-
action in any lariguage. We do, howeWr, make a drstmetron between ‘“‘communica-
tive” games (or “verbal interaction games,” as Cadl Bond calls them% sudh as
Twenty Questions, W “manipulative” games, sue{r as verb-conjugating races.
> The former allow the'students to think of something they want to say and to ex-
press their thought in French whereas the latter is no. more an act of communica-
tion #hian simply conjgating the verbs.
W¢ are also concerned with. the cultyral amthentrcrty of what goes on in the

I3

* could conceivably ogeuf in France, and we reserve some time for discussif: the cul-
“tural differences which may come to light:'. Some commumcatrve- acfivities can be
& o strustu¥d directly around an aspect of French cu e, as in the case of-one enter-
"« taining’lesson in which we discussed the fact that Fre,rrch consider it poor form
to respond to a conipliment by saying “Merci.” After topsidering a few alternatives,
the students were invited to give eath other comphments and to respond apptopri-
: stei’ Some txprcaﬂy French-situations can evén be recreated in the classroogafair-

w& a-pomt of hwitmg “guest speakers not only from Franco
from othe’t'Fre-nch-speakmg “countries. During the first week of class, the ,
. dents were invited to compile 3 “mini- phrase -book” consis f the sentences
¢ ®which they felt would be the most worthwhile for them to know 11 they were ar¥iv-
L. ing in France. On ‘the next “‘communicatidn” day, a French woman was on hand to

play tHe roles of customs officer, taxi/driver, hote clerk, and shopkeeper, as the stu-
dentsdried out their newly-learnéd vocabulary. Another lesson involved a visit from
< a l.ebqreee womarf who spent about half of the class period talkingin Englrsh aout
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- Lebanon and then, in French, told the students the story of how she had left Beuut
- e with her children, amidst bombs and gunfire, §hortly before the airport was closed

+o cdmmercial traffic. X
Listening activities ghy an 1mportam part in the expenmental class. The un-

' who has found himself exhausted after an hour or more of trying to follow a con-
versation among nauve speakers of a language in which_he is less than fluent. In
it has been demoxitrated by Valerian l’ostovsky6 and by Winitz and‘Reeds’M

Hstedtifig"can"b® as efféctive a means §f language learning as can speaking, at Jeast in
the ea:ly stages. The “communicati n’’ classes include a cogsxderable amount of
natural, friendly talk, both from'guests W the teacher. Pains are taken to in-
sure that the students can follow the gis of what 1§ being said, through the use of
simple vocabulary; plctures gesture, etc. Feedback from the students'is solicited
just as it might be i ary conversation, by use of questions like “. ..dnd what do you.
think I saw?” or * what he did then?” In'no case isa hstenmg activity fol-

» lowed by a list of questlo o be answeted in full sentences. Since comprehension’

' ik regarded as an achievé in itself, there is ngthing to be gainéd by turning a

pleasurable, communicative experience 1n‘t9 z test of the students ablilty to reprq-

duee whit they have heard. i

In addition_to provxdmg an ‘auraf model; thdhs'temng

”»

ics can provide a

-neede ‘psynhol “boost”-for the students a3 they withighie diffi:
culties of xpressxon French. Since comprehqmon gene exceeds speak-
ing ability and since the shyderity are free from-demands on t ility to'produce

« . French sentences, hstemng provides a non- -threatening situation in ghich every stu-
dent is assured of some success. The dehght of the students when*

__they can follow-a presentation jn ﬁegch is typified by the exclamation of one stu-

" dent “Wow! I'm amdzed at what I can understand!” Students who are reticent at

the prospect of producmg whole sentences in Fren&fican gain confidence as they

deal to lessen their anxiety about speakmg NS

'« ~  On occasion, listenin can also sérve as a asis for subsequent speakmg actmtxes ~
During the second week of then,semester, foi example, one of the authors came to~
class with a plctqre of her three-year-old daughter and a few of her toys ajd spent

. son, a blind student brought a book in Braille, tnd a. foret'student Brought pic- *
) of his girlfriend. Several of the students later made unsolicited commengts to

Communication-Based French  125°

2 ' about twenty minutes talking to the sgudents abgut them. For t followi%g om-
ication” day it was suggested that each student bring to clag some ar hat
. he would like to share with his classmates in a sort of French “show-and-tetl The
*, & articles with which the students appearedjwgre genujnely meaningful both to them-
. . -, selves «and to their classmates one waﬁn brought a picture of heg handfcapped

- ' fortunate labeling of listening as a “'passive”” activity belies the experience of anyone

-

éy realize that

" realize how much thew, gre able fo understarid, and this, conﬁden? #n do a great ~

I

the effact that they had found these two lessons very enjoysble and worthwhile. » *f

-
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TR ” Evaluation Strategies

. ~ s

A crucial aspect of our planning for the experimental course was to find evalua-
* tive procedures designed to measure the same kinds of language competence that we
ase trying to teach. This is obviously essential to give us an accurate gauge of our
success and to provide fair evatuation of the students’ petformance in terms af oby
objectives.. It is equally essential as a means of clarifying to the students just wha
our priorities in language learning are. To teach for global communication skills an
then to test primarily for linguistic accuracy would not orly be unfair to th -
- dents, but would also seériously undermine their confidence in the value of the comr ~

munication-based course. ~ o, e
" Our present system of evaluation, then, is based on a variety of testing strategies.
The departmental exams (two-hour exams gnd a final), as mentioned earlier, are ad-
ministered to the students, partly s a measure of their lingaistic accufacy and part- "
ly for the purpose of comparing our section with other sections of French K01.
However, these exams comprise a smaller percentage of the courSe grade in our sec-
tion than in the others. The major portion ofthe final grade is based on a series of )
individualized, performance tasks, a nurpber of fgfacher-student interviews, and on-
< - going evaluation of classroom performance. . .
The performance tasks are assigned regularly throughout the semester and are
graded on a pass-fail basis. They are intended to serve as learning experi
- well as evaluation strategies, The weekly written work, ,dforngm}ple, is gmong the
sasks. Others have included an interview in French witha volunte
. French Department, following which each student submitted a paragra
< interviewge, and a report on a French magazine, based on a quegtioimai
quired the students to determine the kind of audience to whom the publicatipr
_ directed; its political orientation (jany), the subjects of at least two articles, e&v’
If a student’s performance on a tad¥s unsatisfactory (a virtual impossibility,unless” -
, he simply fails to complete the assignment), hg is asked to repeat it. N
Fach student is required to come fora private interview with-the teacher ap-
proximately every {hree weeks. The students are asked to talk for about two min-
utes & an assigned tqpic and are graded on their performance. The topics are de--
signed to correspond with material being learried in' class at the time of the inter-
@&  rfew; while still allowjng _agreat deal of flexibility in self-expression. The first ser-
ies of intérviews, for example, took place at-the time when our lessons were dealing
with#the use of “étre”’ andSagreement of adjectivep Each student was presented
with a pile of objects fro‘m' which he was to identify and describe as many as he
chose, in' as much detail as possible. {‘
.. 7., Our emphasis on communicative pefformance necessitated finding an appro-
. » priate Instrament for evaluating students in communicative sitfiatipns. We nefdeda -
‘. simple rating form which would be easy to use,.e_ffept‘ive‘ in a variety of situations,
® * and appropriate in terms of our course objecti(es. We also wished not to be depen-
. » dent on Cutside observers or informants or on equipment which might distract: or
. worry a student. The form which wé fipally devised is pictured in Illustzation 1.

’
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‘ " Name: Wum 4L5/76

' Rating Simtim:fw' Z: JM' : f

\ Comprehensibility 1 2 73 ®s -

/S Pluency S 1 2 @ 4§ 5 -
: 7 T * Appropriateness . 1 23 % @
- ‘ . S 1] . \ . .
Attempts ;| -
b o = 4 U‘,I. !
’ __z Mians . »
P
’ . IMustrstion 1

This form is wsed ‘both in the interviews and in classroom ! srtuatrons As the stu-
dent speaks, his utterances are tallied as “successful” or “unsuccessful.” A success-
ful utterance is not necessarily froe of gramnatrcal errors, but it must convey an

- idea effectwel& and comprehensibly. Q\t the end of the interview, the three 1-to-5
ratings are determined in the student’s presence, with evaluative comments from the ',
teacher. This direct and rmmedlate fegdback to the student provrdes further clanﬁ-
cation of what we expect )erms of language performance-and gives him the op- *

. portumty to take issue with us in the case of mrsurrderstandmg :

.
<, - s .

f~—— “ ' L
Student Reacﬁons and Gourse Evaluqtlon L

\. N e
- #

-

‘ At this pomt student reactions to the experimentak cougse have been cmsiste'nt-

o ly positive. Perhaps the single mosg telling indication thestudents response is

' the fact that; although the second-semester experiméntal section, like our present

® section, is scheduled for 8 AM, 10 of our 14 students have requested to continue in
the experimental course. Of the fqur who do not plan to contifue, two will be leav- &
ing campus at the end of the se;nester and the othey two yvho are tahﬂg‘fachas -
an elective, were unable to inclade it in their' mpﬁd semester programs None of

’( = the stidents have expressed serious dx;saysfacuqn, Teither to the teacher or to
- outside observer who conducted, a series, of grapp and mdmdual mtemews for the

-~ purpose of finding out how thg stude'hté t’elr about the course. A number of the

students, however, have volunteered pqemve opinions such 2 the followmg

' “l feel very comfortable in thu clase It's so open, l m not afmd to’ try ’
anything.”, ;:
“It td(u sorfething to get people out of bed for an 8 AM class, but 1
wouldn’t miss French"’ ) ® -
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128 Penemhzmg Foreign Language Instruction .

'l'hsumytavonteclm Yougetsomanyofthosebnglecturechm
sind it’s nice to have 3 class where you can talk.”’ .
-, “llntadGerman_ . the stuff they had on the tests, I memorized the

. m(ht before and fouoti the next day. This (x.e the French class) means
more.”’ Q

The studeatsi.oniy criticism seems to be thiat they are sharply aware of their
‘lmitations in ability to communicate and feel that more time could profitably be

spent on ‘onal practice of sentence patterns. This feeling, which emerged in indivi-

dual interviews with the outside observer, indicates a difficulty which we are trying
to remedy, although it is &till too soon to evaluate any changes.

) Suthe: indications of student attitudes include attendance, peﬂ'ormance on
written work, etc. The attendance has, on the whole, been good, despite some ex-
_ tended absences due to iliness. Written work has been submitted regularty, and per-
formance on homework has been very'good. ‘The weekly coffee hour has been sur-

prisingly successful, given the hectic schedules of university undergraduates and the

fact that the students are not pressuted to attead.

At this point, there is insufficient for a reliable evaluation of our students’
performance on departmental tests as compared with that of students in other sec-
“tions. On the one departmental exam fhat our students have taken, their.overall
performance was satisfactory, although not as high as that of the combined sec-

* tions. This result is not surprising in vigw of the fact-that, while vther sectionsivere

taught with the exam in mind, oyrs was not. Pe[haps the most convincing evidence
. of the students’ progress in the area of “grammar” is that, as new structures are in-
» troduced in class, they regularly appear inthe weelly written work.

/i

Classroom performance is the most difficult area to evaluate objectively, al-’ '

" though visiting observers have expressed very favorable impressions of the relative, .

fluency and ease.with which the students express thermelves. However, one cannot
always evaluste the success of communicative activities solely on the basis 6f ob-
servable behavior in the classroom—e.g., utterances per student, number of student-
to-student txchmges, etc. —although these are certainly valuable indices to consider.

... At one point in the semester, ere quite discouraged by the very limited produc-
tion of the students during ies of simple role-play situations. A few days ’

-later, however, one student ked, “I really couldn’t think of apything to say.
““the other day, but later on, I kept thinking of all the things I could have spid, and 1

e really irritated with myself.” A number of other students agreed We were ,

 struck by the realization that, although little seemed to have been “happening’’ in
class, many of the students had been so involved that they had carried their efforts
st seif-expression out. of thé classr and into their Aun free time! -

"* Teaching a student-centered, unication-onented classroom can at times
be an unsetiling experience. The fact that students are enthusigstic and hishly mo-
tivated does not mean that they will be ﬂuentenough to carry on an animated con-
versation in French after the first few weeks of class, One mugt be prepared for ex-

? tended periods gf silence, a great deal o}"temble grammar, and some painful mo-
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i -ments of uncertainty. ltfwnmimabeﬁﬁp&ngtommbackinmahighly
structured situation in which every qtinute of clasy time is filled with some predict-
_ able, observable activity.” Stil, the enthiusiasm of the class and the steadily increas-
* " ing incidence of authentic, spontaneous ipteraction in Frenh among the students
- lead us to believe that the sesults are well worth the gecasional incertitude. A new
" - experimental section of Erench 101 has been scheduled for the spring semester,
1977, a3 well as the 102 section fof continuing students\from our-present class. This
3 will provide us with further opportunities to'test in the classroom out conviction
that, as illustrated by the above experience, a great deal “happems’™when students

are given the chance to experieni:e\language as commupnication. ‘

» Co . Notis _
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The Foreign Language -
Teacher in Focus: |
Creative Photography for -
~ the Classroom | .
.. AbnGak- - . B .
University of Cincinnati
;ymﬂt::ﬁh&hool Cinciffei o e

\ -

Today’sstudents, conditioned by years of television and live experience, are more
open to visual than to oral stimuli. Foreign language teachers have learned the value
" of book illustrations, magazines, posters, and realia for vitalizing their instruction.
. Students are encouragslf' to- talk about what they see, to work with objects which
they can hold in their hgnds, to express themselves in the target language about the
‘. cultural similarities and differences between their own world and the target culture.
Words in the textbook and from the teacher will not begiin to stimulate the variety -
and quantity of expression which visual means will elicit from our students.
+ . _.Few language teachers have dared to venture into the realm of creating their
visual materials with camera and film. This hesitance was understandable when
, anem were complicated and film expensive, but in recent years photography has
K "Become accessible to everyone. The ‘traveler does not need to invest hundreds of
.. dollars'in equipment, when $100 will purchase an acceptable 35 mﬂlvneternngle-
Ieisreflex (SLR) outfit, and a simple camera of the “Instamatic” type can be
bought for a third of that amount. Indeed, it is not eveq necessary to travel in order
.to collect fine slides, since the techniques for copying available pictures from books
' and other sources are easy and inexpensive, and often produce slides which are i
»  distinguishable- from those taken from “live” subjects. But even the full- investment
«  in travel and Wigghotographic equipment can ‘be attractive when one realizes that all
" of the costs—beth for the trip and for the apparatus and film—are deductible from
federal income tax as professional expenses when the multing photo: are used for
educational purposes.

) ¢ *




i Creative Photography 131
“ﬂie'following discussion offers suggestions and techniques for the teacher-
photographer on all phases of the adventure with photography.
. ' ' © .
- © Equipment

- My

L

Purchasing a camera is- a matter of personal choice. The yariety\is limitless.
.. Many of the Instamatic-format cameras are simple to use but give excellent results,
_ _ - particularly if the instructions are followed very carefully.

There are, however, several considerations if one wishes to consider a camera of
this type. The pocket versions, though readily accessible in cost and easy to carry,
provide a slide format so.small that it is virtually useless in the classtoom. Many
3Smm SLR cameras (the photographer sees the exact image through the lens of the
camera rather than through an auxiliary viewfinder) are extremely simple to use.
- Looks are often deceiving, but after a few moments with this type of camera, the

. simplicity of opesation is readily understood by any novice. The quality of work
Zombined with the almost automatic procedure make it the most popular camera
today. Profesnoml results are to be had by anyone who can read the insttuctions.

A further advantage of - the 35mm camesa is the variety of situations in which it
will function. Additional options such as auxiliary lenses are also available.
“The following is a list of equipment most used by amateur photographers:

1. Camen (35mm or‘lnstamatio-format) ) R
2. Flash unit (Consider the problem of packing flash c‘u as compared to
} the universal availability of batteries for electronic flash units.)
X 3> Tripod (optional, probably not for travel pugposes) [Editor’s note: Many
, . photography dealers stock “travel’’ tripods which collapse to a lensth of 9
v or 10 inches.]

Telephoto lens (135mm or lSSmm—optxonal but very useful)
Wide angle lens (optional)
Protective case
One set of copying lenses (three to a set)

’
f

N s

If one plans to purchase a camera, it is wise to do so several months ahead of
departure or actual yse. No professional would-think of taking a new camera on an
. important assignment. All aspects of the operation must bé tested ahead of time
. and use of the equipment nlﬁ.become automatic before acceptable results will be
obtained.

. This is also the time to test several types of film so that a choice can be made
. dependmg on peronal preference. Owners of snmplc cameras will not have film
choices available, but the trial period is even moré crucial since these types also have
a definité range within which acceptable results are achneved
A . During this initial period of gefting to know the eqmpment and ﬂlm ‘the fol-
. lowins mggemom might be followed:

¢
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132  Personalizing Foreign Language Instruction

{. If a richecolor is prefesred, try nnderexpoem;by %to '/:f-stop

2. Fo:anyam,bntesmﬂyforonewnhoq_t variable 8 es, try us-
whese-xPicture has shade in

T areas in : d.

\f.»!‘—r thermeoftheﬂuh '. Umllycuhesmdelectromcfhshm‘ll

" gerve for a distance of ten feet. To ude them:in other instances is a waste
of materials. Plan to purchase slidet or postcards which can be photo-
graphed later. This applies particularly to theatrical productions, dark- .
ened areas of large churches and buildings, or museum displays.

4. Try taking pictures in all situations, indoors and out, in rain or sun. Rainy
days do happen and there might not be another opportunity to photo-
graph a particular subject. (Incidentally, a newer trend in movie photqy
graphy is using natural weather phenomena as a background; the softer

. Wmny days produce many unique and pleasing effects.)

5. Practice varying shutter speed: and apertures for different effects. An ex-
ample might be a child against a cluftered background. A low f-stop (2. 8)
combined with a high shutter speed will blur the background. The oppo-
ste technique will set the subject in its natural background with minyte

- detail in fgcus for some distance behind. (Consult the camera operation

~ \manuil for a detailed explanation of depth of field.)

. ‘ . Preparing for Travel .

. , . .

The principal goal of the foreign language teacher is generally to visit the coun-

tries where the target language is spoken. A first-time visitor to an area can do some

advance resgasch and preparation which will serve as an orientation to the experi-

ence. General preparations for travel are also necessary to insure maximum results
with mxmmum difficuilty.

S 1. Check the import reguhtwns on film and equipment for the countries to
be visited. Purchase sufficient amounts depending on individual habits. A
good rule of thumb might be one 36-exposure roll per day of travel. This
may seem excessive, but it must be remembered that film purchased in _
quantity is often less expensive. Additionally, unused film can be re-
turned for 4 refund later. In any case, avoid the discouraging instance of
finding yourself in a rural area where no film m available and discovering
N that you have just finished your last roll.
2. Processing is.& matter of preference. If you are planning a long-term my
in a country, check the prices, the quality of service, and the efficiency.
In many Spanish-speaking countries the vost is prohibitive, In Europe,
however, the quality and price might make local processing a good invest-
ment. For a short-term vmt however, it is best'to label each roll and car-
ry it home.
3. Make a list of specific pictures you know you  want.
4. Avoid mulnple views of the ume subject. Many photographers record the

L}
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thrill of a first visit by taking six shots from the same spot and six more
¢ from two feet away. The result is film waste.
S.f Plan to infude sunsets, sunrises, night views, and ogher “mood™._scenes.
- They brightena slide show immensely.
6. If you will a private home, plan to photograph all areas of the house
as well as daily routines such as washing clothes, dishes, the use of uten-
sils, and so forth, Do not forget to photograph such activities as food

~* preparation, house cleaning, serving a meal, table manners, and other cul-

tural indicators.
7. Survey texts and any other available materials to ascertain daily routines, .
.- -store hours, etc. and determine the schedules followed m cities and towns.

. Thése can give important, clues to many cultural aspects.’

8. Readers and other materials used in the classroom can provide lists of
photographs which create great interest. Most books include plctnres'ofo
locations. ‘B'y duplicating the illustrations or perhaps adding a new view,
the text becomes real because the student has contact with a person who
has actually been in the situation, N

-~ . -
. On tﬁe Scene <

What and where are the possibilities for pictures? Sunply they exist every-
where.

Beginning with the obvious, let us focus our attention on the country in ques-
tion, A first-time visitor without the standard knowledge of points of interest will
find a rapid-orientation at the post card stind. Usually the most picturesque views
are on sale and their information can serve as a guide. Before we set aside the typi-
cal scenes with the notion that they are too touridt-oriented, consider the weakness
of a set of slides of Paris without thy well. known monuments. , -

Not'only can the post cards serve as an impromptu guide for the photographer

N

. but more unusual or spectacular sxghts including native ct%stpmes and customs, holi-

celebrations and foods are also exciting for the stude
ide from the obvious point, what other views are of interest and value in the
classtoom? Consider the following partial list:

1. Inside food shops and other specmlty stores, bamcularly those unique to
n given culture . L
2. Craft production, factories, work situations -
~ 3, Service agencies (strezt sweepers, garbage trucks, police and fire eqmp-
ment and employees, hospifils) .
4. Schools (Offér your services as a foreign resource person in exchange for .
the opportunity to phofograph the school: You might.alsq offer to sendy
a series of slides of your own school for use in Enghsh classes.)
§. Fire hydrants -

A Telephones (Take along a close-up lens to photograbh the uutructnom on

. & pay phone.) .
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People are perhaps the most interesting aspect of travel. However, both photb-

Personalizing Foreign Language Instruction
Department stores, supermarkets, and open air markets
Post office procedures (Inquire for permission before photographing any S
government agency.) = . >
-

New car dealerships and used car lots

- Traffic patterns (Try these from baloonies or rooftops.)

Bus sfops (Wait for a line of people.)
Modes of transportation o
Signs with instructions, directions, or information

_ Parking meters v . .
Inside an elevator (the button panel, particularly where the number sys-
tem is different) . )
Newsstands, bookstores, and other sourpes for publications - e
Medical advertisements and displays (Dentists’ office in some areas will |
have a display ef the kinds of dentures made.)
Various types of mailboxes with instructions for posting mail’
Aninmls

. Commercial and political advertising, particularly campaigns ’
. Foods and products not avagable at home

(4

Styles of housing (Look out for regional differences.)

rs and those photographed are often embarrassed, angered, or otherwise per-

turbed by the intrusion into personal privacy. The most acceptable technique to
avoid these problems is the use of a telephoto lens. With a 185mm telephoto tht
SLR camera owner (camouflaged behind another person, a telephone pole or other
obstruction) can photograph a person at approximately sixty feet and have a full

. frame

close=up. This candid photography will yield a natural quality rather thana

stilted pose. - o
The image of the Ugly American always comes to mind when one considers the s
use of camerasin another culture. Since contact with the people can be a valuable

asset, it is wise for the FL teacher to prepare a short explanation ahead of time.

Plan to explain that you teach the language and that your students are very inter-
ested in learning about the way peqle live. You might add that the yereotyped no-

tions which exist about other co
Also mention that you are interes

ries are the kinds of things yod wish to correct,
t8d in showing something of the real quality of

life you find in that country. . .
Another suggestion is to carry inexpensive business cards with your name and
address. Offer to send a copy c‘ the picture to the cooperative-model or store own-
. Then follow through on the promise to write or send a print. Goqd feelings re-
. sult and urtique contacts are often made.

o .
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‘ Night and Low-Light Photography

Night photography with its spectacular results is within the reach of any photo-
grapher who has a variable-aperture camera. Eastman Kodak High Speed Ekta-
chrome film with ASA rating 125 can be exposed at ASA 320 or 400 depending on

. the use of tungsten or daylight types, This film must then be “push processed,”
which requires the purchase of an additional mailer (approximately $1.25) for use
by the Eastman Kodak laboratories only. ~
‘ High Speed Ektachrome is also useful for mtenors of buildings, railway stations,
other modes of transportation, and situations ‘where flash is prohibited. Careful

" planning is required if only one camera 1s to be used, however, since the entire roll

must be exposed the same way. One easy method is to plan a specific day when a
roll of this film will be used. Twenty-exposure rolls are often more versatue than
the thirty-six exposure roll.

The difference between tungsten and daylight films will g1ve varymg results.
Tungsten film shot in daylight without a filter will give green hues, while daylight
film shot under unfiltéred artificial light conditions will give golden tones. The lat-
ter is the more preferable of the two, if filtering is impractical.

In all cases, artificial light photography should be avoided under fluorescent
lights, since the variety of light emanating from this source cguses the image to ap-
pear blue. Unless one takes the time to ascertain the exact qualities of the specific
'lipht source and adds a corrective filter for that type of light, the results will be very
disappointing. The best solution is to use an additioms flash cube or electronic
ﬂash -which will correct the color in the exposure. ’

* An excellent summary of techniques for photography in any avmlable light, in-
-cluding the exposure of l-hgh Speed Ektachrome, 1s the Kodak book Adventures in
__Existing Light Photography,! available at most dealers. It contains simple descrip-
tions and a variety’ of data so accurate that a ﬁrst-txme expenment will produoe
breathtakmg results. . .

Realia, Books and Other Sources °

Books containing photographs and art reproductions make excellent sources for
slides. Not only_is there the opportunity-to fill in one’s own slide collection with
* those elusive shots, it is considerably less dkpensi’e to produce slides of museum
works, theatrical productlons and other tnaccessible situations from these sources
than to waste film on' the sit¢ or to purchase inferior commercial slides. -
Bookstores and libraries are filled with books which contaift pictorial ﬂlustra
tions. One good source is the Time-Life series of Books of the World. The same
publisher.has alsv produced a series onhe Foods of the World. Both series contain

- photographs which aré excellént in terms of cultural materiat as well as for slide re-
production. N -

’
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“Here are Ag"few'rubs which are essential for good results in copying from pub-
lished originals: , ) -

] # .
1. Select the book for color quality. Are the colors true and bright?

" 2. Is the printing sereen (the matrix of tiny dots which are visible when the
picture is viewed closely) too large? If so, the dots wil& appear almost
pebblesized when projected on the screen. .

3. Are'the pictures of good artistic quality?
4. Are the subjects too stereotypical or do they have real vglm for the class - -
-room? o

. Copying pictufes is relatively simple. The Kodak Ektagraphic Visualmaker )
(KEV) is a good device for large. quantities of‘copying, but it has a few shortcom-

~  ings. Subjects which do not conform to the prescribed frame must be masked be=™
fore the picture is exposed. Only originals with flat surfaces can be copied prac-
tically. On the other hand, the KEV is a compact unit which contains its own

camera and stands packed in & carrying case. The cost is not prohibitive. The slide

" format is that of the square Instamatic slide, perfectly acceptable for classroom use.
. An alternative choice is 2 35mm SLR camera with a set of copying lenses. These

- _Jenses cost no more than $10-$15, and are available from any dealer. For such ex-

acting work a tripod can be useful, though’ music stands or Book racks placed on a
table by a sunny window can serve, In bright sunlight, Kodachrome 64 will give ex-
cellent results; where less light is available, High Speed Ektachrome may be used.

- The following are hints for top quality copies:

1. Make certain that lighdiiminates the surface of the print evenly and that
* thereare no r ible in the viewfinder. .
2. A he use of since glare cannot be contwplied and “hot spots™

may on the slide. The use of flash will aiso require lower f-stops,
, which diminish depth of field and may cause blurring.
Make certain that no borders appear in the viewfinder. . .
Take a careful meter reading. One reading at the beginning of the session
is usually sufficient, unless the lighting or the quality of the originabma- -
" terials vary. ) e .

S| The camera must be steady. A tripod is recommended, but tkie camera
may be hand-held if a high speed film is used. .

-

»w

! -

Copying of this sort does not need to be confined to books and similar printed
material. It can also be used for train, bus, and streetcar tickets; menus; announce-
ments, posters, and signs; currency, coins, and stamps; post cards; snapshots made
by others; hotel bills and restaurant checks; and theater and concert programs.

Titling is a creative art which requires nothing more than imagination. Titles
give a professional touch to a slide-show and in many ways give them a purpose.
They may also be used to'introduce a change in’theme. Some titling possibilities

* include colored chalks on a chalkboard; a commercial titling kit ($5-§10) wi;th '

¢
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Creative Photogra'phy‘ 137 7

variety of letters; signs photographed on the spot; headlines from printed matter;
* and letters cut from magazines, arranged ‘against a map.
Realia which are fragile, not portable, very small, or not readxly accesslble can
- be “brought” into class as slides. A suitable background such as colored paper, a
textured tablecloth, or a shelf against a wall can give an appropriate setting. A piece
* of dark cloth covering.a stack of books provides a series of risers an whxch,amfacts
~ m be placed. Edther daylight or flash can be used for the exposure, hut elec-
flash units with an automatic eye may open the camera diaphragm so wide
- depth of field will be very shallow. Other flash pictures may be Ferex-
posed because of the close perspective. The 35mm camera can be used either with
its stanfard Jens (50mm to 55mm) or with a set of auxiliary copying lenses.
2 '

Selecting arid Editing
* - B 4 e
The artistry of photography does not diid with- the act of pressing the shutter -
button. Slideg are not usually. significant individually, as pairtings are, but as se-
quences which are organized together inté coherent groups. When the processed
film is returned from the laboratory, some pnctures will.prove to be gnore satisfac-
tory than others. Most amateur photographers need to develop the art of selectivity
50 that they can better recogrize the sultabnhty, quality, and*eduwtxonal’ potentlal
of their finished slides. o -
Some sorts of technical flaws merely reduce the effecuveness of slides, whlle
others destroy that effectiveness altogether, A single substandard slide in a seciuenoe
of good ones will not dgtract significantly-from the educational value of the sho
but a lprger number of poor slldes will begin to challenge the attenthﬁand sym
pathy of the sudience.
For classroom use the slide show must be selected and edited in 3n entirely dif-
ferent way than for the home travelogue. In the latter case the shdes are the-center
'of interest’ for 3 whole evening, in the classroom, however, they are never more than
& medium, for the presentation or illustration of the foreign culture or language.
For this reason, the teacher who uses slides in ingiruétion must bg sensitive to audi-
ence dynamics. He must select and edit the slides for showing in slich a way that the
" viewers will follow the 16gic of the entire presentationand absorb and retain the in., .
formation. . The important factors in achieving effective communication thre gt
. dides are 1éngtH, pacing, visual variety, and coherence. -\, '

- LJ

Length ) -

s
[

”'l'here is no absolute formula for the length of an mstructmnal sitde show, but it
*-_{s » common failing to err in the direction of excessive length. I.ong shows, how- ¢
ever, tend to lack topical focus. Moreover, they run the-risk of overreaching the ,
viewen endurance, and frequently they are long only becauae of podr ed:ung, not

ulTextProvided by ERIC . 3 .
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LAY

. L, ° ) ’ . ’ . -
because of neocasity. Four differen?shoWs‘ of 15 tg 25 slides each may be much

l more suceessful than.bne siggie tray of 80 slides. A slide-illustrated teaching unit

. - \Metailed plctures.require more

may include as few slides as one or as many as

ciit for, the sudiénce to digest and diffiult for,

. v % ey "Pacing
s 2! "‘ ) , 2‘ . - , L . .
- The fixed-interval automatic projéctc;r is designed for unattended promotional
:l‘xgﬁvs, not for livé narrated.slide lectures. Viewers will be more attentive to a show
- in whieh the ingervals vagg according to the infdrmational value of the individual

* Names.<Apicture should be held on'the screen only-16ng enough for the audience
fierent viewers have different levels of

ty/asof® wiat it has to tell. v Argg
riosity, it is best to move just 8li ast rather than too slowly..
interpretation ang assimilation th
simple’ones. Bjctures, wfich show particulily attractife subjects sometimes
“just ‘a slight exMT3.delay so that they can be appreciated fulfy. -Sequences w ith

show the same.subject from different perspectives can be fised efféctively‘fpl pacing

LA O

- v . -4

, but a longer sequenep is diffi- .
e. projectionist to justifyeeig;c_pt fiy

~

9.

'

4

[

variety, because the sqb_seq'ue'nt slides'will neéd less tim&™or.explanation than'the 4 .

.- * - » ’ ¢ .

..
<

. Tower, the Cologrie Cathedral, Sugarloaf Mnogn'tain in Ri8; or Fokyo’s Gipza) may

L be regarded as “obligatory’” If they are not included in the show, the audience will

wonder why they ate' missing.. Such subjects are pethaps best photographed froma
tnditional‘vie‘wpoint, so that the viewer is satisfied at having seen the'familiar scene.
"But then ayery personal shot can express thé photographer’s indjvidualify: a close-
up of a mriiglq,thaﬂ, 4nd binugudl (but agt unmatural) teta angle, an uncea-
onal foreground, or a shot which '
s the phqtographér to'the § E \
» Somesubjecty are.significant Ter their intricaté detail -others for their overall ap-

peargn/ . Fine handicrafts‘and works of art, in particular, ovften“need to be shown
" in two or morg scales: @ full-size quesview (of perhaps even a smaller-scale survey

which shows the subject in pi\surroyniiingtff, for the viewer’s orientation), folfowed
by 4 succession of two, or three frames which move in progressively closer, in order

> ‘\ib show Mﬁ?‘gly-ﬁge detail.. A cathedral, fpr example, should be. shown inifs

. ..en
o . g of craftsmanship in one po

~
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irety befose the camera moves in to illustrate a whole fagade and then the detail-

rtion of that fagade. A.mural should be visible first
in its whole environment, foBowed by a sugcession of details. In any tase, the se-
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R }.E%ﬁon of viewpoihts, as yyefl as variety gf subjeéils, is e'ssential Certain sub- ™
cts whidk every tourist sees, and which are identified with-tfe locale (the Eiffel ~ ~
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» * . w-‘ toe . ¢ 4 ‘ \’4‘ <|1 ‘ ) ’
T . quepce must be progressive and logical 1e it must move thxough #coemve stages e
k-, of proximity or follow a logxcal J)lth from top to botfom or r side to s;de rather than '
jumping 3t random, = . . .
. "o L ‘ . e
‘9 ~ ’ . ivﬁ? .
; . Coherence : R : &
‘. - % v E T , *
\d " . * s . v L

" imaginative, is the sequence which geconstucts the Ltmerary of thc frip. But the
— _havelogue sequence is seldom logég for the guage classroom, because the trip Va
g was based on the logic of geography conomics, not the !{)gl ofin- = *

stru challenge for the teacher-photogigpher is to arrange the cqllec- '
;R tidh int s which are self-contained and coherent. a !
- ) is 4 list of unit topigs which could bé used for individtal classroom shows

. (Others may be adapted from the lisy of patterns of culture by Nelson Brooks,?)

* With- weful advance planning, the trayeler can return home with groups of five, .

- ten, or more slides on any of these topics which will enhance cla.ssroom disgussion

- of related cultural aspects. The expenenced teacher wil] be able'to expam:l the list”
W without difficulty. - o .
Home applignces . ’Buymg stationery :nd stam'ps, .
Everyday gadgets _ L7 mailing a letter, o5 majling home
‘umbmg devices A ) the surplus’ purchases / *
LT . Styles of interior decor and Modes of transportafion . ‘.
co. fufnishing . ! . Purthasing a train nckn- ang )
"> Types of housing - _ boardmg the traip * * .
- Architectural styles (regionalor < -Makinga phone call |~
~ . sociogconomic differences) . A shopping trip © ., &~
] Variety in kitchens v ¥ Stylesofdres Y. .
Tele ' (pmmtm; to luxugious) . Readinlg materials (newspapets,
. old tasks - . ,i- < magazines and bogks) | T ¢ - -
» Ty of food People at work mvanous trades .
Prepatation of specific dishes . and profeesipns .. .
"+ Yards and gardens ° . Agncultural techmqnes and crops B
" ‘Public parks .+ Rum}life ) o
Road apd sidewalk cdnstruction Styles of pacmokmg and vacatxo'ning )
- Bmldmg construction and material Treatmeat of chil ht
& Publxcsemces(pohcecars fie © °  Patterns of comréeship ' .- — - -
- - trucks, utility trucks) ¥, " Burial of the dead
Parking regulations, stylés, and " Ilustratien of the background o
. enfo;cement R setting for a story or novel -
N Signs . : Illustration,of an hmtoncal ep
e Public rest rooms . "(the locales, monuments ur'es,

S Pogtal es (types of phone - ; and statues which el of
: ’ mboxes, buses) « _event) -1
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. Additional Uses of the Camers . e N
[} o :' ‘ - — -

, - There are manyﬁ more ways in which the fpreig‘h-language teacher can employ #
“photography, isaddition to, the obvfous dpplications for teaching culture. Photo- ° .
graphic slides and- prints; ha've/been used'to illustrate vocgbulary (thus bringinginto =~ .
the classroom objects which are not normally present and available for converés-
tion), to illustfate dialogues by depicting settings and characters, and to record vis- -
its to local ethnic festivals. Students who have a flair for photography can beas- °
_signed the task of colleting pairs'of pictures which illustrate comparisons and cori-
. trasts between the native and the foreign cultures. One of the authors has allowed
‘ students with reading and writing difficulties to bring in photographic illustrations

b in place of written evidence {ttat they. comprehend cestain, grammatical psi ciples. x
. . The teacher may also devise ways to illugtrate grammatical functions by pictor-

ia) means. (The subjunctive, the passive voice, the.varjous past tenses, the principle

of. reflexive- verbs, the relationship betwees subject and direct g indirect bbjects, . -
the declension of attributive adjectives, and the system of ti W are linguistic
phenomena which can be clarified by visual illustrations }..E
iate task of 1f§truction, the cameca can be used to record-cI®S projects, bothy for,

future publicity and public-relations $nd to reinforce the teg:her’s 'pers_onal employ-’ =
ment dossier. ’ ‘ o .

Today -the camera shoulci be as much a part of the foreign language teacher’s
startdard equipment as tape recorder, blackboaft, and red pencil. When the foreign :
- ﬂanguage is enhanced by adding visual dimensionis, the students are-likely to leamn -

_ - Tgnore readilyg more thoroughly ~and with a better understanding of the similarities
. apd differefices between the native and the foreign culture.

~

* . . ! . -
. .- . .
4 4

l " 3‘, " : A ’ . . Notes ! R ) . °

R - .o ' ' :
“ 1. Adventures in Existing Light Photography (Rochester: Eastman Kodﬁl{’(‘:o., ;
o ’ 1972). ’ . ° . . -
L. 27 Nelsori Brooks, Language and Language Learningli2nd ed. (New York: Har- .
. -court, Brace & World, 1964),-pp. 90-95. N

. Thp following are some excelfent reference sources for the teachemBhotographer:
- Adventures in Indoor Color Slides (Rochester: Eastman Kodak Co.,'1969). (Of
. Y. special interest: “Tella Story with Your Slides” and “Let’s Talk Tools.”) .
. +The Fourth Here’s HB}v Techniques for OQutstanding PictiPes (Rochester: Eastman
_~ , Kodak Co., 1967). (Of epecnl interest: “Slide Duplicating Tecliniqqes” and P “

(3

. " “How to Produce a Slide Tape Talk.”), >
e Juan R. Freudenthal: compilet. The Slide as a Communication Tool. Selected
7\ Annotated Bibliography, 2nd ed. (Boston: Simmons College School 3f"ﬁbﬁry
i Science, 1974). . . . .,
.+ How to Teach withdSlides (Rochester: Eastman Kodak Co., n.d.). " R
ol I. Kreidler, “Effective Use of Visual Aids in the ESOL Classraom.” TESOL =~
Quarterly 5,1 (1971): 19-37.

Van Phillips and Owen Thomas, The Traveler’s Book o f Col;)r Photography (New
" York: Hamiyn Publishing Group, 1966).’ '
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Producing Stides and Ftlm:mps Stli—ed (Ragester Eastman Kodak Co., 1970).

The Seventh Here’s How Techniqués for Outstanding Pictures (Rochester Eastmian
Kodak Co., 1971)7(Of special,interests, “Tap-Quality Slide Projection.”)

John Tong, “Visual Aids and 'Langhg armng An Expenmental Study.”' Rocky
Mountain MLA, 1971 SN

Travel Photography (New York 'Iune -Life Books, 1971)
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. for College and Unwers}lty KN
-+ Language Departments - NP
KathleenG.Boykin © . =~ " . . - :
Slippery Rock State College, Pennsylvania“ ..
_ . s ¢ , - *’~«: ' o N ‘
] . , ' . - — % e b | -
Introductory noteé: Shppcry Rock State College, with an enrollment of 5500 . -
~ ~gfudents, is Iocated it\g small rural community fifty miles north of Pittsburgh, *
- o Pennsylvania. All of the approximately 2,000 students in Liberal Arts must’

complete a one-year requirement. Students with high schoot or oth-
er’ experience may satisfy the requirement by placing beyond the first year on
the departmentdl placement test. The Department of Modern Langusages and
Cultures has fen full-time faculty members and offers #'Bachelor of Arts and
a Bachelor of Science in Educatiqn with a major in Spanish, French, ot Ger-
. _ man. Courses in Italian and Russian are also given. . o
Almost all of the programs and activities described in this article have
been implemented at Slippery Rock. The description is not an attempt to dic-
tafiprograms to other institutions or to solicit praise for our efforts. It only
~ atte to stimulate departments at othe{ institutions to reassess sheir own
" programs and perhaps, to determine means by which their programs might be
expanded along less traditional lines, - . . ' -7
- ) A S

; As we all know only too well, studesits are not storfing our doors begging to be
admitted to language programs. In many colleges, language faculty are being Jet.go
-and programs reduced. Many langiage professors-find themselves unemployed dur-
ing the. summer months because summer school runs on a quota or “pay-as-you-go”
"system: the more popular the discipline, the. more courses are offered. Unfortun-
’ . ately, t0o, language departments suffer-from a poor public image. -For varigus res-
sons, many of our potential students seem to be afraid of language cougses.
- T : , - .
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o . . <, ' -

- , it is not possﬂ>le to-combat,these many tlls with one dose of some
rnincle dmg. The programs described below will ngt suddenly raise enroﬂmqnts
from the lodest depths to tlge heights of popularity. Nevertheless, many of the ac- -
tivities ‘presented have been successful and we have evxdence of their posrtrve effect
on student emollment in language programs. : e

. Summer Activities . T
4

_ The pmgrams below were designed with a dual purpose n. mind. ngt they
provide a modicum’ of employment for the foreign lan. professor during the .
summer months, and second, they serve to draw attention to the language depart-

*ment and to attract potential students to the school..
118 the ideal time for offering warkshops, Tetreats, mini-courses, or what-

.ever thd institftion chooses to call them. At SRSC, these ‘re offered with the un- *
derstan thag)the program will be cancelled if the_bréak-even point .is not " .
reached, or that the faculty memberewill offer the program at'a reduced" sdlary. ~.

Within these ground rules, there are endless possifilities for expenmentatron smce

the nucelhtion clause allows for greater flexibility. The most successful summer |
workshop’ to date has been a series of “Live-Ins" for high schoof students. Students .
who have completed at least one year of language study come to the .cafipus for a

week of culture-related activities, such as caoking classes, simulated bullfights, Mexi-

can arts and crafts, Mardi Gras, tennjs and soccer lessqns in French or Spaish, etc"

We sponsor.a Live-In each summer for each language. The emphasns is on the con-

cept that langusge is fun, that there is a lot to be.leamed about it, and that Slippery -

- Rock is a nice place at which to learn. The long-range goal is, of course,that these 5
students will attend the college and enroll in, language classes. (Two of the p :,E
pants from the first year are now enrolled at:Slrppery'Rmk as Spamsh ma]ors
we hope that others will follow.)

" . Another program.which taps the high school pool 1s an advanced placement pro- .
gram which invites high-caliber high school juniers and seniors to°attend specml o
surmmer sessions where they earn college credit. These high school students-can en.
roll in a series of six to erght courses selected from gengral collegé offerings. Em’bll
ment i these courses is limited to the group mentioned.. Our particular program -‘
pemuts the student to enroll in Intermediate Spanish or French.courses meeting o .
three hours daily for a three-week penod.

g Other llvorlghops that have been offered include a Live-In for teachers, ‘provid-

g the opportunity for intensivé language practice along with culture study.and .
ideas for classroom techmques language for travelers, combitupg the b’és‘ic langcuager_‘ Y

+ mecessary for travel in a given country or area with an overview of the culture;and

gonversation for children—a huge success, but very nerve-racking: - o

The latter workshop met two hours a day, twice a week, for six weeRs A short-
er time period each day. for three or four tinfes a week would probably Be more ef- .
fective. We have also been requested to offer this course on Saturdays of after o

: 15¢ - .
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- 144 Personalizing Foreign Language Instruction
«« school during the.year, but our contract will not.permit it. The German faculty of-
...~ _fered a workshop on the Pennsylvania -Dutch, followed by a trip, to this etithic
».  groups heartland In Centgal Pennsylvania. Many possibilities exist™10 « offgr similar -
~ culture or language courses in conjunction‘with a follow-up visit to the areabeing -
" * 7 In- addition to. planning his own summer programs, the language professor
"' should encourage other depariments to offer courses in which he might be involved
« &5 3'guest Jecturer or consultant. For example, language faculty are ideal resotirce
pessons for ESL or bilingual education components of 4ny number of workshops -
sponéo;'ed_b‘y education or communication departments. +Ohhe of -the more recent
arrivals on fhe campus summer sceri¢ is the Vacation College concept where families
come to relax-and to pursue various areas of interest. This type of program is ideal
for invo{vgmeni of language professors who can offer basic language classes for Yoth
children and \qduh/give travelogues or other culture presentations, demonstrate in-
ternational cuisine, or conduct sessions on various nativg arts and crafts, songs,
dances, sports, etc. X ’ . ‘ . N
The above are just a few of the-many possibilities for.short courses which can
be offered during the, summer to 2ppeal to the non-traditional college student pop-
ulation® In all.of them, the key to success is planning, publicity, and appeal.
N . . .. o )

.. .. - .SchookYear Activities '

) . '

“The activities described fgr the regular school year are divided into three artas:
curricular modifications, xecruitment, and departmeptal visibility. All of these are
“intérrelated and share common goals—toinclease the number of students, and to
heighten, college and community awareness that the language department does in-
deed exist ag an active and vital force. . ' b
_  Curmicular Modifications: Students today are gxtremely areer—ori:gd. Lan-
guage departrhents near-urban areas with large nymbers of Spanish-speaking people
‘have responded with carees~educatioi—courses in Spanish for, nursed, policemen,
- social workers, etc. In the remoter areas of te United States, such as Slippery
Rock, specialized courses of this sort are not possible. -But ther? is a market for
. such programs as Internatfonal Business, offered jointly by the language depastment
and the economics or bsinéss depattment. This amounts to a double major in bus-

-~

iness and Spanish, French, or German. . a . .
3 At Slippery Rock, we have made “innovations™ similar to those of many other’
, colleges and universities. We have introduced a program for modified certification 3
!+, in bilingual education to attsact-elementary education majors. In a course called -

“Introduction to Western Languages,” students.are given a very hrief overview of

the history and development of European languages along with a few useful phrases
. in eqch of five languages offered. This course i§ team-taught without p textbook.
Selected advanced literature courses have been opened to non-majors by choosing
reading ,material which is available both in the language.and in English. Language

' v
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+

nnjon doall required'read;ng papers, exams; etc. in the mgwwn
complete requirements in English. Special sections of beginning language béen
designated for those students who have had no contact whatsoever with the lan-

guage previously The'material is s essentially the same,’ut the psychologlaf climate
is less ‘threatening for complete begutners when they are not mixed with those who

_ have had even minimal exposure to the language. A course called “special topics”,

E

was added to the catalogue, permitting great flexibility. Any suitable oou,e may be
taught for one semester without going through the curricutum afroval processes. |
If that course proves to be highly popular, new course procedures can then be ini-
tiated through curriculump committee channels.

Recruitment: In the area of recruitment, the language department at Slippery .
~ Raock College has found a three-phase thrust to be effective: recruitment of St gt

" dents to the collegc, recruitment of presently enrolled SRSC students to language
programs, and recruitmenit of community members to carry the language message.
Efforts to recruit students from the college population include, of course, the cur-
‘riculum meodifications mentioned .above: On occasion, the department has pub- v
lished a bgochure describing the semester’s cotirse offerings in attractive terms. An
_ ad in the student newspaper has also been suggested as a means for attracting stu-

. dents to a particular_course or program. Radio offers another medium for sending

out the message. The celebrity tapes available through ACTFL and other profes-
sional organizations are being played by the campus radio station togethenswithi
Spanish; French, et¢. music. The station was only too happy to play any thusic or
. message we wished as long as it was given to them already taped.

Members of 'the language department can also voluntegr to speak to famlty or -

special-interest groups of other college or high ‘school déepartments on the career
possibilities for a student in those fields who is fldent in a.foreign lmguage Ifa

department or injerest group refuses spch a visit, send them a memo or, ,publish

propaganda in the student newspaper to let them know what they missed.”
In small colleges in small towns, the term “student” .is often associated only

with those who live on campus and attend full-time. Other possibilities tend tobe -

. neglected. Why not offer to tead‘?;oums off campus in areas with'an interested ™
non-traditional studeqt populatxon You might try such classes as “Beginmng Ital-
fan,” “French Cuisine,” or “The Soviet Scene,” or anythmg else to which the ¢ com”’
munity might be receptive.

Another intéresting program can serve to attract students who feel have no
time for language during the regular semester. Join with other depaft on your
campus and arrange for a group flight to Europe during the Christmas yacation or
spring break. When there, sphit up into interest groups. This yeat, for‘diample,

- Slippery Rock stpdents flew to Paris. The French students.remmncd there for “In-
tensive Paris,” the Spanish group traveled by train to Madrid for- “Inténsive Madrid,”
and yet another group, under the auspices of the Physical Education Depmment,
_went by bus to Austria for a course in skiing. These trips, for one hour credit,

open to anyone and no previous language study was required. We have yet to deter--

* mine whether these students decided to enroll in language courses upon their return.

-~ .
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v . For recruiting high school students, Intemnational Culture Day has been a great
success. Fach fall, area high schools are invited to campus for a day filled with brief
cultural programs and activities, many of which are presqated by the-high school
students themselves. Our visitors watch foreign films and cartoons, sample inter- -
national foods, put on skits, watch cooki monstrations, view exhibits, leam for-

N dign etc. Sich a program must { planned carefully end carried out withr

* crossed fingets. The number of 'students‘agtending must be carefully monitored to
avoid unpleasant surprises. (Qur first prograsn attracted 400, the second, 3000.)
The International Culture Day has attracted the attention of the college administra-
tion to the extent that Similar events are now being comsidered for other depart-
.Anents on campus. . .

Visits to area high schools are another means of carrying your message to pdben-

tial students. Letters are Sent to area high schools indicating the willingness of the

. foreign language faculty to come to the school to present a program on some aspect
" of foreign language or culture, such as ‘A Walking Tour of Paris,” “The Spanish
Teenager,” “Our Italian Heritage,” etc. These presentations may be made to assem-
language classes, language clubs, or parent groups. For such a visitation pro-

gram to be 'a success, the cooperatioh of the faculty and administration i essential.
Class schedules of the members visiting schools must be made somewhat flexible. A
, . fiée day is ideal. Budget support is desirable, if not abslutely necessary. (The high
school is often able to pay expenses.) A secondary, but very important benefit of
~mdlvisitsisthatth'e college ssor finds himself back in the high sghool class-

- room where he can see first-hand how things have changed since he graduated or last

taught theré. After having stepped into the teacher’s shoes for a day, professors no
longer eomplain as easily about the effettiveness of public school teachers. .

. Departmental Visibility: Closely related to recruitment is departmental visibil-

ity. Asthe language department becomes more visible, more people are aware of-

. the various programs being offered, and more take-advantage of them. .Everything

: previcusly mentioned falls'into the realm of departmental visibility. In addition,
", - the Department.of Modern Languages and Ciltures offers many opportunitied for
students and other members of the community to become involved with forefgn lan-

-. guages, Each spring a Language Conference is held for high school and college facul-
ty, featuring an outside speaker from some area of the profession. The highlight of

the conference, howevel, is not the speaker, but the discussion group wher¢ teachers

" at all levels have the opportunity to share common toncerns and suggestions. On oc-

" casion, high school teachers demonsrate t, that have been successful for

¢ them, German, Spanish, and Russian femeld for two or three days each.
Studenits enjoy films, an interesting spéaker, a dinner featiring the food of the: coun-
try, a native dance group which performs and teachos the dances, and beer, Wurst,

) and German ongs. The German festivals are especially popular because of the large
German population irf the area. ) .

A World Literature Club was also organized to introduce and cultivate an aware-
pess and appreciation of literatures from other nations,. More importantly,
however, the langauge department members, who lead man): of the discussions, arg,

9 ~ S
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jmtheoppommityto shine’ before students and peersam\asscho who are
expemmthehtcnmmuwelluﬁwlangungesofthe countries. Tocl:o%q,

. leagues in other disciplines are unaware of our literary expertise, assuming that our
only concerns deal with the agreement of adjectives.

At Slippery Rock, faculty members serve as advisers to the Intema-
tions Club, which is made uj\ essentially of the foreign students on campus. This in-
volvement serves to identify the language faculty as people.‘who are concerned with
foreign students a3 resource persons for such activities as lntemauonal Culture Day,
Spenith Club programs, festivals, etc. i

Along with every other colRge, Slippery Rock has la.nguage clubs and la.nguage
honorary societies. Awareness that these groups exist is heightened by such-activi-
ties as intemnational Christmis caroling around the campus, followed by a joint
party; a Mardi Gras, open to the community; dining out in restaurants in neighbor-
ing cities which feature appropriate foreign cuisines; participation in ‘an Honors Day
program with French poetry, flamenco danang, etc.; and a float or banner
homecoming parade. .

The Humanities and Fine Arts Forum (a series of lectures and presentations by
members of the college Humanities and Fine Ats faculty and invited speakers) is
another area for the visibility of the language faculty as contributing scholars rath-

"er than as mere teachers of that horrible foreign grammar. Long dominated by the
. English department, the armtal program is now liberally sprinkled with topics such
a8 “Don Quijote, Was Mad, Wasn’t He?” “Solzhenitsyn™ and “Women in France.”

« . If your campus has no such vehicle for treative expression, why not start one? If .

fou use local talent, it costs no money and should, therefore, meet with little resis-
tance. Your organizing efforts will help to,establish the language faculty as ‘dynamic
and interested teachers and scholars. When the language department becomes an ac-

tive and vital force on-the campus and in the community, the prestige of the depart- ,

ment rises, ensoliment increases, and danger’of cutbacks is lessened.

Other Publicity and Public Relations Ploys
1 ' U, -

- A department i only as visible as its faculty and stydents. It is important that
membelsof the language faculty patticipate in campus-wide offices and committees;
sttend the functions of other departments, such as art shows, plays, concerts, and

- sports events; and socialize with the rest of the community and faculty mgourmet

L

cluby, bridge clubs, at paker partief; and in Quarterback and Faculty Womer's ¢

* cubs.

Publicity: Before and after each of the activities and programs described above,

there must be appropriate, widespread publicity. In many cases the school has &

< service that will take care of this for you if provided with the information. Ifnot,
the Isnguage department must do it. If your school does nof have a faculty news
letter, suggest that one be started and then fill it with news of your high school
visitatipns, language festivals, etc. Announce yout programs in local newspapen,

A, 7 . N\ ‘ .
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campus newspapers, and over cooperative radjo stations. Put up posters in the
supermarket and in th# laundromat. Give out certificates to all students participat-
ing in b_temaﬁoxn.l Culture Day activities. Send letters to pagents of students who
come to summer Live-Ins. Write letters to high school guidance connselors, calling
attention to the programs available. A;ppr.ue travel agencies of the availability of
* your *Language for Travelers” courses, etc. . .

Many of the px’% activities mentioned might not be practical for all
campuses. With some mdifications, however, most of the suggestions could be im-
plemented. * Hopefully, these descriptions will suggest other even more valuable,
exciting, and effective courses of action. There are many things that tan be done. -
The department that sits back and waits for the trend to reverse itself may not be

... around when it does. The time for action is now. The key to departmental visibil- - )
_ity, student- recruitment, community involvement, and summer programs.is per-
severance, dedication, and imshort, lots of hard work.

ACTFL Review,pitbli:hed annually in cogiunctimh The Amemaifouncil
on the. Teaching of Foreign Languages * .

» - . -

An Integrative Approach to Foreign Language : Hardbound 9376-8
Teaching; Choosing Among the Options, ed. Paperback 9376-2
Jarvis, Vol. 8 (1976) -~ !

Perspective: A New Freedom, ed. Jarvis, v Hardbound 9352-0
Vot 7(1975) ‘ ) ' Paperback9355-5

The Challenge of Communication, ed. Jarvis Hardbound 93504

- Vol. 6(1974) . . c Paperback 9351-2

Responding to New Realities, ed. Jarvis, Hardbound 9349-0
Vol. 5.(1973) - * l’yperback 9348-2

Foreign Language Education: A Reappraisal, Hardbound 9333-4

™ ed. Lange, Vol. 4(1972) Paperback 93474

Pluralism in Foreign Language Education, ) Hardbound 9325-3
ed., Lange, Vol 3 (1971) _ ‘

individualization of Instruction, ed. Lange Paperback 9320-2
Vol. 2(1970) , - . . .

Foreign Language Education: An Overview, Paperback 9312-1

ed. Birkinaier, Vol. 1 (1969).

Central .Su;e‘ 'Conference Prooceedings, published annually in conjunction
with The Central States Conference on the Tegching of Foreigp Languages

-

! Personslizing Foreign Language Instruction: , 93059 . .
« .. Learning Styles and Teaching Options, ed. * ' . .
- Schulz (1977) o ~
‘. Teaching for Communication in the Foreign 9304-0
Langusge Classroom, ed. Schulz (1976) y ’
The Culture Revolution’jin Fozeign Language 9303-2
o » JFeaching, ed, Lafayes® (1975) ~
~ % Cageers, Communication & Culture in Foreign Lan 9302-4
Teaching, ed. Grittner (1974) ) . .
Q Srudent Motivation and the Foreign uage 9301-6
ERIC Tedcher, ed. Grittner (1973) l?z) 1

T \_\
-




